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Abstract
The purpose of the study was to examine kindergarten through fifth grade teachers’
responses regarding their work-related stressors, the type of manifestations of stress, both
emotional and/or behavioral, they experienced due to work-related stress, and their identification
of coping strategies used to reduce their work-related stress. The teachers who participated in the
study were from identified school districts in northern Minnesota. The study participants
completed a 21 question online survey based on the Teacher Stress Inventory developed by Dr.
Michael J. Fimian in 1984 and through the researcher’s teaching experiences.
The intent of the study was to assist classroom teachers and their administrators in
acknowledging that work-related stress does exist and that there are strategies that could assist
teachers with coping with work-related stressors.
Study findings revealed kindergarten through fifth grade teachers in select northern
Minnesota schools reported the most noticeable work-related stressors were described by the
following statements: there is too much work to do; student behaviors negatively impact my
ability to perform my job; there is little time to prepare for my lessons/responsibilities; and my
personal priorities were being short-changed due to time demands at work. Those most
noticeable work-related stressors represent emotional manifestations of stress.
Physical manifestations of stress reported by the study participants included: feeling tired
before arriving to work; physical exhaustion; and becoming fatigued over a short period of time.
The coping strategies most used to cope with work-related stressors were identified by
study participants as personal and family relationships, physical activity, and entertainment.
The study results indicated that teachers should be made aware that they could benefit
from implementing coping strategies to address work-related stress and that those strategies,
such as mindfulness and healthy habits and relationships, provide ways to manage their stress.
Furthermore, school districts leaders should be cognizant of the immense stress teachers
experience and, as a result, invest in professional development opportunities, such as
mindfulness-based programs, that can be customized to address this important issue.
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Chapter 1: Introduction
While teachers may find personal satisfaction in teaching, it can also result in stress,
burnout, and leaving the profession (Hanuskek, 2007; Ingersoll & Smith, 2003).
There are many researchers who have identified possible causes of work-related stress for
teachers. Causes such as; larger class sizes, increased parental concerns, decreasing support,
intensified stressors, weak administration, low salaries, working environment, school culture,
Type A personalities of teachers, student misbehavior, and work overload (Fisher, 2011).
In a study by Sorenson (2007) he discussed how teachers in the 21st century were in, what
was labeled as, active jobs by Karasek and Theorell as cited by Jazzar and Algozzine (2006).
Active jobs for teachers include substantial expectations, such as improving student achievement
and overall school improvement through accountability measures, testing, and policy reforms
(Sorenson, 2007).
An article from Mental Health America (2010) reported moderate levels of stress might
motivate teachers, while too much stress may decrease teacher desire to stay in the profession
and lead to burnout. These factors may be the reason the departure rate of teachers has been
reported to be significantly higher compared to other professions (Minarik, Thornton, &
Perreault, 2003).
In 2007, it was reported 33% to 50% of teachers left the profession within the first 5
years of their employment (Hanushek, 2007; Ingersoll, & Smith, 2003). The attrition rates of
teachers departing may be attributed to the transition from being a student to becoming a teacher
(Conroy, as cited in Fisher, 2011). While the percentage decreased by 2012, the U.S. National
Center for Educational Statistics reported 17% of teachers still leave the profession within 5
years of having been employed (Cox, Parmer, Tourkin, Warner, & Lyter, 2007; Ingersoll, 2012).
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Studies such as McCarthy, Lambert, O’Donnell, & Melendres (2009) have shown that teaching
is a stressful career and can lead to teachers suffering burnout. In a study by Demjaha,
Bislimovska, & Mijakoski (2015) they confirmed that, as a profession, teaching is progressively
becoming a stressful occupation due to increased responsibilities and demanding deadlines.
Additionally, it was reported that there was a significantly higher departure rate of teachers
compared to any other profession (Minarik et al., 2003).
Teachers are a vital group of professionals and play an important role in the success of
their students (Sinclair & Ryan, 1987). Consequently, it is crucial for schools and school district
administrators, professors of teacher preparation programs, and teachers themselves to become
educated on work-related stressors and strategies to help teachers manage and cope with the
stresses of their jobs (American Psychological Association [APA], 2017a; Gold & Roth, 2013;
Skaalvik & Skaalvik, 2015).
According to Fisher (2011), school leaders are not undertaking sufficient strategies to
combat teacher stress in order to retain their teachers. Some strategies school leaders could
implement included improved professional development, mentors for new teachers, or allocated
time for teacher collaboration. These strategies have been found to reduce teacher stress levels
(Fisher, 2011, p. 10). Professional development is deemed necessary to educate teachers on how
to combat and utilize strategies to cope with the unavoidable demands of the job and the stresses
of the profession (Jepson & Forrest, 2006).
In 1977, teacher stress was defined as “a response by a teacher or negative affect…as a
result of the demands made upon the teacher in his role as a teacher,” which included “the degree
to which the teacher perceived that he is unable to meet the demands made upon him” (Kyriacou
and Sutcliffe, 1977). Lazarus and Folkman (1987), developed a theoretical transactional model
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of stress which hypothesized that when a person encountered life demands, a reflective
transaction occurs in which the person weighed perceived demands of the event against her/his
perceived capabilities for coping with it (Lazarus & Folkman as cited in Antoniou, Ploumpi,
Ntalla, 2013). Sapolsky (1998) stated, that when the transaction resulted in a perception that the
demands of the event outweighed the available resources for coping, a stress response occurred
(Sapolsky, as cited in McCarthy et. al., 2009). This model was frequently cited as the most wellknown approach for understanding stress (Hobfoll, Schwarzer, & Chon, 1998).
Work-related stress can produce physical and emotional manifestations according to
Stress Effects on the Body published by the American Psychological Association help center
(APA, 2017b). Elkin (1999) reported that 75% to 90% of doctor visits were for medical issues
related to stress due to physiological changes usually associated with stress (Elkin, as cited in
Sorenson, 2007). As reported by researchers Kirsta (1987) and Nathan et al. (1989), examples of
physiological manifestations and stress included intestinal distress, frequent illness, insomnia,
constant fatigue, irritability, increased use of alcohol, rapid pulse, headaches, high blood
pressure, high cholesterol, and chest pains ( Kirsta and Nathan et. al., as cited by Sorenson,
2007).
Critical to managing stress are the use of coping strategies. Coping strategies have
appeared in the literature since 1974 when Freudenberger (1974) identified exercise, talking to
others with similar experiences, and seeking professional help as methods for coping with workrelated stress (Freudenberger, 1974). While not a comprehensive list, more recent coping
methods include mindfulness (Skinner & Beers, 2016) and Stress won’t go away? Maybe you
are suffering from chronic stress, APA’s help center article suggested developing healthy
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responses, establishing boundaries, and getting support (APA, 2017c) as strategies to cope with
work-related stress.
Statement of the Problem
Teachers have an important role in the success of their students, but work-related stress
can negatively affect teachers’ performance (Sinclair & Ryan, 1987). Therefore, a study of
teachers’ awareness of work-related stressors, including the physical and emotional
manifestations of stress and coping strategies to reduce stress is needed. There is a lack of
research regarding elementary teachers’ work-related stress in schools located in northern
Minnesota. This study could provide information and insight for teachers and administrators in
that region which in turn can direct teacher professional development efforts regarding reducing
work-related stress and providing options for coping strategies.
It has been suggested by Leithwood et. al. (1999) that school district leaders recognize
stress as a daily part of a teacher’s life, and one of the responsibilities of school leaders is to
support their staff by providing the necessary resources for performing their job or minimizing
the job demands placed on their teachers (Leithwood et. al., as cited in Hakanen, Bakker, &
Schaufeli, 2006). When administrators have implemented strategies that do not sufficiently
reduce stress, however, the result often times is that teachers leave the profession (Fisher, 2011).
The impact of teacher turnover is detrimental to student learning and overall student achievement
(Darling-Hammond, 2003; Guin, 2004; Sorenson, 2007).
After a review of literature, the researcher determined a study of a select sample of
Minnesota teachers could provide information that could be of value to district and school
administrators in implementing strategies to assist their teachers cope with job-related stress.
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The review of literature did not identify that a study had been conducted pertaining to the
examination of stress among select northern Minnesota teachers.
Purpose of the Study
The purpose of the quantitative study is to identify the most noticeable work-related
stressors, the physical and emotional manifestations of work-related stress, and coping strategies
used to reduce stress as reported by K-5 teachers in select northern Minnesota elementary
schools. The study results could prove beneficial to school district administrators who provide
professional development and support for teachers; teachers themselves could also find the study
results insightful as they explore ways to reduce work-related stress; and to teacher preparation
programs.
Conceptual Framework
The conceptual framework of the study is based on the Teacher Stress Inventory
developed by Dr. Michael J. Fimian in 1984.
The Teacher Stress Inventory was originally developed for public school teachers who
taught regular and special needs students. The Teacher Stress inventory was first piloted and then
employed with a broad sample of teachers in eight states. Fimian (1988) explained that the
Teacher Stress Inventory should be used exclusively with regular public school teachers involved
in teaching regular or special education students in grades 1 through 12. Teacher Stress
Inventory Total Stress Score norms were established for regular education teachers and special
education teachers; therefore, the Teacher Stress Inventory can be distributed to teachers from
either group (Fimian, 1988).
Research Questions
The following research questions were developed to guide the study:
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1. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools report as the most noticeable stressors they experienced in their
teaching positions?
2. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as the emotional and physical manifestations of workrelated stress they experienced?
3. What did kindergarten through fifth grade classroom teachers in northern Minnesota
schools identify as strategies they utilized to cope with work-related stressors?
Assumptions
Leedy and Ormond (2010) stated, “Assumptions are so basic that, without them, the
research problem itself could not exist” (p. 62). Assumptions are those things that are out the
control of the researcher, but if not there, the study would become irrelevant.
•

An assumption of the study is that the participants will answer the survey questions
honestly and in a manner that accurately reflects their professional opinion. In
justification of this assumption, it will be made clear to participants that their
anonymity will be preserved and the participants may withdraw from the study at any
given time.

•

Another assumption of the study is there will be adequate number of representative
samples for the study research. The researcher has taken steps to ensure there is a
representative sample for the study by examining the number of kindergarten through
fifth grade teachers in 17 school districts within a 50-mile radius of Bemidji, MN.
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•

The last assumption of this study is teachers will be able to recognize stressors related
to their job. A pilot of the study was performed in order to justify this assumption.
Delimitations

Delimitations are choices, made by the researcher and within the researcher’s control, of
the characteristics that limit the scope of the research (Simon, 2011).
•

The study will be conducted only in northern Minnesota, within in a 50-mile radius of
Bemidji, MN.

•

Only kindergarten through fifth grade teachers in 17 districts will be surveyed.

•

The study will take place in the fall of 2018, in the beginning of the school year when
teachers are generally renewed as opposed to the end of the year when teachers are
generally tired.

•

There may be a slight risk for bias since the researcher could have had some of the
teachers in a teacher preparation program. The researcher will assure the participants
of anonymity.
Definitions of Terms

Burnout–feeling stressed to the point that one has no defenses, no one to rely on, and
inadequate rewards to continue on (Evers, Tomic, & Brouwers, 2004; Farber, 1984; Noushad,
2008; Scott, 2006).
Disengagement–associated with exhaustion in the job resources model (JD-R model)
(Demerouti, Bakker, Nachreiner, & Schaufeli, 2001).
Depersonalization–(cynicism) “negative callous, or excessively detached response to
other people, usually the recipients of one's service or care” (Maslach, 1993, pp. 20, 21).
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Emotional exhaustion–“emotional exhaustion refers to feelings of being emotionally
overextended and depleted of one's emotional resources” (Maslach, 1993, p. 2).
Job demands–physical, psychological, social, or organizational aspects of the job
requiring sustained physical and/or psychological (i.e., cognitive or emotional) effort and are
therefore associated with certain physiological and/or psychological costs (Demerouti et al.,
2001).
Job resources–are those physical, psychological, social, or organizational aspects of the
job that are (1) functional in achieving work goals; (2) reduce job demands and the associated
physiological and psychological costs; or (3) stimulate personal growth and development
(Bakker, Demerouti, & Verbeke, 2004, p. 86).
Manifestations of stressors–include emotional, fatigue, cardiovascular, gastronomic,
and behavior (APA, 2017b).
Physiological–the normal functions of a living thing (www.yourdictionary.com/
physiological).
Role ambiguity–when people are unclear or uncertain about their expectations within a
certain role, typically their role in the job or workplace (www.sk.sagepub.com/reference/
edleadership/n492.xml).
Role overload–role overload exists when an individual fulfills multiple roles
simultaneously and lacks the resources to perform them. It can evolve from both excessive time
demands and excessive psychological demand. Role strain is an outcome of role conflict and
overload (Creary & Gordon, 2016).
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Teacher burnout–“a state of chronic stress that leads to physical and emotional
exhaustion, cynicism, detachment, and feelings of ineffectiveness and lack of accomplishment”
(Carter, 2013).
Teacher stress–an experience of negative emotions that results from teachers’ work
(Kyriacou, 2001).
Work-related stress–the disparity between the external and internal job demands and the
external and internal job resources (Otto, 1986).
Summary
The quantitative study is arranged into five chapters. Chapter 1 is comprised of the
introduction, statement of the problem, purpose of the study, conceptual framework, the research
questions that guide the study, and definitions.
The problem statement is based on previous research citing that there is a significant
higher departure rate of teachers compared to any other profession. In addition, only 37% of
those previously surveyed reported they were excellent or very good at managing stress (Minarik
et al, 2003).
Chapter 1 also contains the purpose of the study which is to identify what kindergarten
through fifth grade teachers in select northern Minnesota schools report as the most impactful
stressors they experience in their teaching position; identify emotional and physical
manifestations of work-related stress; and report the coping strategies teachers use to help reduce
work-related stress. The study may be of great importance to school districts employers of
teachers, to universities who prepare teachers, and to the teachers themselves in order to improve
teacher job satisfaction and reduce attrition. Chapter 2, the literature review, lists the critical
topics to be reviewed, explores relevant research on the issues related to the study, and provides
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a conceptual framework on work-related stressors, manifestations of stressors, and coping
strategies to manage and reduce stress. Chapter 3 provides an explanation of the research
methodology. Research questions and a description of the methodology used are presented. It
specifies the quantitative measures to be used in the study. The study population and participants
along with the timeline and procedures involved in the proposed research are also discussed. The
instrumentation and data collection methods are examined, as well the methods for the data
analysis. Chapter 4 provides the findings of the research through data analysis. The results and
the methods used to analyze the data are described. Chapter 5 presents findings and conclusions
from the analyzed data. Limitations encountered in the study are discussed. The dissertation
concludes with recommendations for further research and practice on work related stressors.
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Chapter 2: Literature Review
Introduction
The purpose of the quantitative study is to identify what kindergarten through fifth grade
teachers in select northern Minnesota schools report as the most impactful stressors they
experience in their teaching position; identify emotional and physical manifestations of workrelated stress; and report the coping strategies teachers use to help reduce work-related stress.
The study may be of great importance to school districts employers of teachers, to universities
who prepare teachers, and to the teachers themselves in order to improve teacher job satisfaction
and reduce attrition.
The literature review explored three major themes and subsets within those themes. The
first theme describes general work-related stress across many occupations and some of the
manifestations of those general work-related stressors. The second theme examines teacher
work-related stress; the manifestations of teacher’s work-related stressors, specifically the
physical and emotional manifestations, and implications of work-related stress, such as job
burnout and leaving the profession. The final theme provides information on the importance of
coping with general work-related stress; the methods teachers found helpful to cope with workrelated stress and; information on mindfulness as a specific coping strategy for teachers and
administrators to consider.
The literature review was conducted by utilizing library resources from Bemidji State
University and St. Cloud State University. This research examined the following databases:
ProQuest, ERIC, EBSCO, and Academic Search Premier peer-reviewed scholarly articles,
dissertations and research studies relevant to the study.
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The following search terms were used: “Work-Related Stress,” “Teacher Stress,” “Job
Demands,” “Job Resources,” “School Factors,” “Consequences of Stress,” “Burnout,” and
“Coping Strategies.” The articles’ references were also helpful in locating additional resources.
Journals such as Teaching and Teacher Education, Journal of Psychology, Journal of
Instructional Psychology, and Journal of Educational Research were instrumental in this
literature review.
General Work-related Stress
Otto (1996) defined job stress as a disparity between the external and internal job
demands and the external and internal job resources (Otto, as cited in Skaalvik & Skaalvik,
2015). Demerouti et al. (2001) defined job demands as “those physical, social, or organizational
aspects of the job that require sustained physical or mental effort and are therefore associated
with certain physiological and psychological costs (e.g., exhaustion) (Demerouti et al., 2001, p
501). Workload was an example of job demands (Boyle, Borg, Falzon, & Baglioni, 1995). Job
resources referred to “those physical, psychological, social, or organizational aspects of the job
that may do the following: a) be functional in achieving work goals; b) reduce job demands at
the associated physiological and psychological costs; c) stimulate personal growth and
development ” (Demerouti et al., 2001, p. 501). Resources were characterized by Richter and
Hacker (1998) into two categories, external resources (e.g. organizational and social) and
internal resources (e.g., cognitive features and action patterns) (Richter & Hacker, as cited in
Demerouti et al., 2001). Examples of organizational resources were salary, professional
development opportunities, or job security, while examples of social aspects included support
from administrators, colleagues, or school culture (Demerouti et al., 2001).
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The extent of job stress was different for each person, as described by Johnson et al.
(2005), and was dependent on certain particulars of the job, the existence of work stressors out of
the person’s control, the amount of work and home support, and even the manner in which a
person coped with job stress. As well, there are different stressors for different occupations. The
researchers went on to say that whereas, one person may find working long hours or overnight
shift work to be stressful, another may experience work stress due to their personality type.
Therefore, it is within reason to suggest employees who work in high-risk careers have an
elevated risk of experiencing negative stressors (Johnson et al., 2005). In a study by Johnson et
al. (2005), the occupational stress among twenty-six different occupations was compared based
on factors such as physical health, psychological well-being, and job satisfaction. Of the 26
ranked order occupations; ambulance workers, teachers, social service workers, customer
services, prison officers, and police were reported to have worse than average scores than the
other occupations in the areas of physical health, psychological well-being, and job satisfaction.
Occupations, such as those listed above, have been reported as being the most stressful due to job
requirements such as voice to voice or face to face interaction with clients; the need for
employees to maintain their emotions, and the need to appear calm and in control in situations
(Johnson et al., 2005).
Manifestations of General Work-related Stress
For the purpose of this literature review, social workers, emergency first responders,
health professionals, and teachers were examined in terms of the implications and manifestations
of their work-related stress. For instance, social workers who worked with adults were at
particular risk of job-related stress due to a work policy requiring the implementation of Personal
Budgets, known as Individual Budgets (IB). The IB assessments were client-led, outcome
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focused, and allocated resources formed the budget (Wilberforce, et.al., 2014). This policy “leads
to additional paperwork, may lead to greater risk for vulnerable adults, and may require skills
and experience that are not commonplace among social workers” (Glendinning et al., 2008;
Leece & Leece, 2010, p. 814). The Job Demand/Control (JDC) model (Karasek, 1979) was the
theoretical framework used by Karasek in a study to identify the characteristics of 249 adult
social service workers in England who worked with IBs. That study revealed staff involved in
delivering IBs were twice as likely to be at risk for stress than those without any IBs on their
caseload. That study also found a specific combination of high work pressure, lack of control
over decision-making, and lack of needed resources were detrimental to job satisfaction
(Karasek, 1979).
A 5-year study completed in Korea by Chung, Lee, Jung, & Nam (2015) examined the
increased risk of physical and psychiatric impairments to emergency first responders, who were
at an increased risk of posttraumatic stress disorder (PTSD). The researchers gathered data from
185 male firefighters, who completed specific questionnaires during their annual health
examinations from 2006 to 2011. The questionnaires included personal behaviors (such as
drinking alcohol, smoking, and physical exercise) and job history (duration of the job and the
specific job department). The results revealed a relationship between PTSD and job stress among
the experienced firefighters (Chung et al., 2015). In a research study conducted by Kirkcaldy and
Martin (2000) and Tyler and Cushway (1998), health professionals showed considerable risk
from the negative effects of work-related stress (Kirkcaldy & Martin, 2000; Tyler & Cushway,
1998). The General Health Questionnaire (GHQ) administered by Calan, Wainwright, Forsythe,
Wall, and Almond (2001) found that 27% of health service staff were tagged as suffering from
work-related stress and mental health issues as compared to 14%-18% of the general population,
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who reported suffering work-related stress and mental health issues (Calan et al., 2001). Nurses,
in particular, were at a high risk of turnover, absenteeism from work, and burnout as a result of
the negative effects from stress-related issues on the job (Clegg, 2001; Kirkcaldy & Martin,
2000). Subsequently, in a study conducted by Kirkcaldy and Martin (2000), they found nurses
exhibited higher than normal rates of physical illness, mortality, and admission into psychiatric
facilities (Kirkcaldy & Martin, 2000; Mark & Smith, 2012).
Many of the above occupations, with the exception of teachers, used a job
demands/control (JDC) model. Karasek and Theorell’s (1990) JDC model predicted those who
experienced psychological demands at an increased level, but had low levels of support and job
control, suffered negative health effects. Further explained, when demands were high and control
was low, high strain conditions were likely to lead to negative health consequences (Karasek &
Theorell, as cited in Mark & Smith, 2012). From research studies, such as those listed above, it is
clear work-related stress does not discriminate across professions.
Teacher Work-related Stress
Multiple researchers have defined teacher work-related stress, but in a variety of different
ways. Kyriacou (2001) defined teacher stress as the negative emotions of the job and the related
pressures and experiences teachers faced, and their inability to cope with those pressures
(Kyriacou, 2001). While Jennett, Harris, and Mesibov (2003) stated stress was inevitable at
work, and although the reasons differed, all teachers experienced work-related stress (Jennett et
al., 2003). Simply stated, the work-related stress teachers faced resulted from negative emotions
produced by their work (Hakanen et al., 2006; Kyriacou, 2001).
Lazarus and Folkman (1987), known for their theoretical transactional model of stress,
proposed stress resulted when teachers encountered demands where there was an automatic

24
perception of those demands (i.e., stressful events) compared to their perceived capabilities to
cope with those demands. If the demands outweighed the perceived available resources to cope,
stress was guaranteed (Lazarus & Folkman, as cited in Antoniou et al., 2013), and a greater effort
was required by teachers to sustain the expected level of performance. Factors such as external
stressors had the potential to wield a negative effect on the majority of people in most
circumstances (Demerouti et al., 2001). Examples of external stressors were lack of job control,
lack of administrative support, and a negative social atmosphere (Hakanen et al., 2006).
Sorenson (1999) stated, “stress is a condition of twenty-first century education that
continues to increase as more accountability standards and new policy initiatives are introduced”
(Sorenson, 1999, p. 12).
Other instances of teacher work-related stress included requests from administration, the
stressors of working with colleagues, requirements for students (i.e., accountability standards),
and difficult parents. These conditions were compounded by student misbehavior, the absence of
recognition for accomplishments, and excessive workloads on teachers. All of these additional
stressors further burdened and drained teachers (Greenglass & Burke, as cited in Dollard,
Winefield, & Winefield, 2003). Role overload, another term for excessive workload, was an
example of job demands (Friedman, 1991). Creary and Gordon (2016) stated role overload exists
when an individual fulfills multiple roles simultaneously and lacks the resources to perform
them. It can evolve from both excessive time demands and excessive psychological demand.
Role strain is an outcome of role conflict and overload (Creary & Gordon, 2016).
Role conflict was another major stressor for workers and was defined as one having
conflicting job demands (Cooper & Marshall; Kahn, et. al., as cited in Friedman, 1991).
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Many researchers identified other possible causes of stress. Fisher (2011) mentioned
larger class sizes, increased parental concerns, decreased support, intensified stressors, weak
administration, low salaries, working environment, school culture, Type A personalities, and
student misbehavior (Fisher, 2011).
Sorenson (2007) discussed how teachers in the 21st century were a part of active jobs
(Karasek & Theorell, as cited by Jazzar & Algozzine, 2006). Examples of active jobs included
improving student achievement, overall school improvement through accountability measures
and state mandated testing, and policy reforms placing substantial expectations on teachers
(Sorenson, 2007). Skaalvik and Skaalvik (2007) claimed stressors such as students with
behavioral issues, parent and teacher relationship problems, conflict with colleagues, and
changes in instruction or teaching strategies, due to reorganization and reform, were the main
causes of stress and were organized into six distinct areas: a) workload and time pressure;
b) adapting teaching to students’ needs; c) disruptive student behavior; d) value conflicts and
lack of autonomy; e) teamwork; and f) lack of status expectations (Skaalvik & Skaalvik, 2015,
p. 184). All of the above were time consuming and required additional responsibilities to an
already busy workload.
Kyriacou (2001) reviewed a number of international studies and found other stressors.
Those stressors included motivating and disciplining students, managing time when under a time
pressure, work-related stressors including work overload, evaluations, dealing with colleagues,
self-esteem and status issues, bringing on professional distress, issues when dealing with
administration, role conflict or role uncertainty, and even the work environment (Kyriacou,
2001).
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According to the 2017 American Psychological Association article Coping with Stress at
Work (APA, 2017a), specific sources were linked to work-related stress. Some examples
included low salaries, excessive workloads, limited prospect for advancement, reduced support,
lack of control over circumstances, and the conflicting demands or vague work expectations. In a
recurring 4-year staffing survey by the National Center for Educational Statistics, 32% of
teachers mentioned poor working conditions as an important reason for their decision to transfer
schools, and over 37% of teachers left teaching to pursue a job outside of teaching (Cox et al.,
2007).
In a study conducted by Fimian and Fastenau (1990), 3,401 teachers from seven states
participated in a Teacher Stress Inventory (TSI). The TSI, developed by Fimian, measured the
strength of different stressful events related to the roles of teachers and how they perceived those
stressors. Stressful events included: time management, work-related stress, professional distress,
discipline and motivation, and professional investment and examples included:
a) signs of time management stress included multitasking, overcommitting, being
impatient with those who wasted time, and feelings of never having enough time to
get things done;
b) work-related stressors, usually environmental-specific, included a lack of preparation
time, work overload, oversized classes, and mandatory paperwork;
c) professional distress, defined as how teachers viewed themselves as professionals,
came from the lack of respect teachers felt with regard to their salary, advancement,
and recognition;
d) discipline and motivation were two components of teacher-student relationships.
Discipline linked student behavior to the corresponding school policies that addresses
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the behavior. While some teachers often had good classroom management, they were
stressed with the constant work of running a smooth classroom, while dealing with
misbehaviors. Motivation referred to the stress teachers experienced when students
were capable of doing the work, but were poorly motivated;
e) professional investment included what lacked in their job; lack of job control in
decision-making, lack of professional development opportunities, and lacking the
desire to teach when teaching was no longer emotionally or intellectually stimulating
(Fimian & Fastenau, 1990).
Studies such as the one conducted by Skaalvik and Skaalvik (2015) indicated teaching as
a whole was stressful as reported by their results from a 30-teacher participant study, which
indicated workload and time pressure as particularly stressing for the majority of teachers
(n = 30). Adapting teaching to meet the needs of the students caused 24 of the 30 teacher
participants to experience high levels of stress. The misbehavior or discipline problems of
students were a source of stress for 25 of the respondents. The lack of compatibility between the
school’s values and beliefs and their own personal beliefs and goals caused stress in 17 of the
teachers. Working as team had its advantages, but for 16 participants it caused stress, especially
when they were unable to choose their teammates. Lastly, the critical and negative view of the
teaching profession reported by the media caused 16 of the respondents to feel intense levels of
stress. In conclusion, while teaching as a whole has been reported as a stressful profession, the
level of stress was individual to each person (Skaalvik, & Skaalvik, 2015).
Manifestations of Teacher Work-related Stress
As a result of the stress teachers face, visible manifestations of stress were often
exhibited. Manifestations in general were defined as the display or disclosure of characteristic

28
signs or symptoms of an illness (stress) according to http://medical-dictionary.thefreedictionary.
com.manifestation.
In a time when educators were experiencing educational reform and high-stake testing
tied to teacher accountability, Sorenson (2007) surmised teachers exhibited decreased
productivity at work, adverse health issues, higher rates of absenteeism, and were leaving the
profession (Sorenson, 2007). Accountability and policy initiatives had been factors of teacher
work-related stress since the National Commission on Excellence in Education (1983) published
a report on the poor academic performance of school children in America (Dworkin, 2001). In
1984, acting in response to the 1983 report, the United States Secretary of Education sought
“…to introduce uniformity and conformity through standardized curricula, rigorous requirement
for student performance, promotion and graduation, and teacher evaluation” (Smylie & Denny,
1990, p. 235). The first reform, in 1987, was legislated standardization and competency testing.
The 1987 reform was considered a complete failure thus, a second reform of decentralization and
site-based decision-making came about in 1991. This reform failed as well, as the reform did not
increase student achievement. A third reform of high-stakes testing was introduced in 1998
(Dworkin, 2001). High-stakes testing included standardized testing and state-mandated testing,
created by each state as policy initiatives for the purpose of accountability (Gonzalez, Peters,
Orange, & Grigsby, 2017). Berryhill, Linney, and Fromewick (2009) reported the stress teachers
felt during high-stakes testing may have resulted from the limited time to prepare for the testing.
Of particular interest, teachers experienced more anxiety towards high-stakes testing than their
students (Mulvenon, Stegman, & Ritter, 2005). Throughout the three waves of school reform,
Dworkin (2001) surmised teacher morale was often adversely affected, resulting in a high
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incidence of burnout. Those teachers who decreased their stress and avoided burnout, did so by
no longer caring about the reforms (Dworkin, 2001).
In a study conducted by Antoniou et al. (2013), results indicated primary teachers
experienced greater levels of stress due to their working conditions and lack of support, than did
secondary teachers. Furthermore females, as opposed to males, experienced feelings of less
personal accomplishment and higher levels of stress as compared to their male counterparts
(Antoniou, Polychroni, & Vlachakis, 2006). In particular, emotional exhaustion was reported
more by women than men (Antoniou et al., 2006; Maslach, Jackson, & Letier, 1996). In a study
by Stormont and Young-Walker (2017), early childhood teachers were found to be more
vulnerable to stress due to the challenging behaviors and varying social-developmental levels of
the children they worked with. In fact, the study revealed many teachers of young children had
not been formally educated in the stages of social and emotional development and those with a
college degree may not have had majors that represented the needs of early childhood education
(Stormont & Young-Walker, 2017).
Research by Skaalvik and Skaalvik (2011) revealed a relationship between stress and
attrition to teachers’ working conditions. For instance, excessive workload was found to predict
emotional exhaustion, motivation to leave the teaching profession, and teacher attrition (Skaalvik
& Skaalvik, 2011). Other research by Blasé, Blasé, and Du (2008) reported principal
mistreatment led teachers to experience serious psychological/emotional, physical/physiological,
and work-related stressors. These stressors impacted their work and resulting in 76.7% of the 72
teacher participants planning to leave their teaching position due to the harm caused by their
principal’s mistreatment (Blasé et al., 2008).
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Teacher manifestations of stress, characterized as either physical or emotional
manifestations, were measured by the Fimian Teacher Stress Inventory (TSI) and administered
by Fimian and Fastenau (1990).
Physical manifestations of teacher work-related stress. Physical manifestations,
generally characterized by some degree of physical exhaustion or a general feeling of being tired
and rundown (Evers, Gerrichhanzen, & Tomic, 2000; Noushad, 2008), included fatigue
manifestations, cardiovascular manifestations, gastronomical manifestations, behavioral
manifestations (Fimian & Fastenau, 1990). Fatigue manifested in a range of stress-related signs;
such as headaches, sleeping more than normal or having insomnia, procrastinating, lacking
energy to the point of experiencing physical weakness, fatigued over a short amount of time,
physical exhaustion, and even physical limitations. Stress also affected the cardiovascular system
causing heart pounding or racing, causing a sensation of increased blood pressure, and rapid
breathing, all of which contributed to heart problems such as hypertension, heart attack, or
stroke. The gastrointestinal system, which encompasses the esophagus, the stomach, and the
bowels, caused people to either eat more or less food than normal and increased their use of
alcohol or tobacco, due to the stress they faced, which led to heartburn and acid reflux (Evers et
al., 2000; Fimian & Fastenau, 1990; Noushad, 2008). According to the APA publication, Stress
Effects on the Body, chronic stress led to ulcers or severe stomach discomfort and affected
digestion causing diarrhea or constipation (APA, 2017a). Behavioral manifestations were
described as unsuitable approaches teachers chose to cope with work-related stress and many
times the coping mechanisms were unhealthy and only resulted in short term fixes. These
manifestations included the use of over-the-counter and prescription drugs, increases use of
alcohol, and absenteeism from work.
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Elkin (1999) stated 75% to 90% of all doctor visits, by teachers, were for medical issues
related to work-related stress due to physiological changes that were typically associated with
work stress (Elkin, as cited in Sorenson, 2007). Researchers reported a moderate amount of
stress put workers at risk for hypertension, cardiovascular disease, and even diabetes (Melamed,
Shirom, Toker, & Shapira, 2006). Kirsta (1987) and Nathan et al. (1989) reported warning signs
of stress consisted of frequent illness, irritability, nail-biting, increased use of alcohol, hunger for
sweets, fried and/or fast foods, rapid pulse, high cholesterol, and chest pains (Kirsta & Nathan et.
al., as cited in Sorenson, 2007).
While teachers with high levels of job stress gained fulfillment from work the level of
satisfaction was suppressed by stress from low autonomy, the level of mental struggle with
students and colleagues, or doubt in their job roles (Greenglass & Burke, 2003), due to
physiological changes usually associated with stress (Greenglass & Burke, as cited in McDonald
et al., 2003). According to the 2017 American Psychological Association article titled Stress
Effects on the Body, different body systems suffered when stress was present. Mentioned in this
article were the musculoskeletal system, the respiratory system, the endocrine system, and both
the male and female reproductive systems. The musculoskeletal system was affected when
muscles tensed, a common response to stress. Over time, chronic stress forced the muscles to be
in constant state of guardedness and often tension or migraine headaches resulted. The
respiratory system affected an individuals’ ability to breathe, and while normally breathing
harder was not an issue, stress greatly affected individuals who suffered from asthma or lung
issues. Rapid breathing, often associated with stress, led a person to hyperventilate inducing a
panic attack. The endocrine system, made up of the adrenal glands, produced cortisol and
epinephrine. These two chemicals aided in situations where flight or fight responses were needed
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and also caused the liver to produce glucose, thus affecting people with diabetes. Chronic stress
on the male reproductive system affected the production of testosterone, sperm count, and in
extreme cases erectile dysfunction or impotence. Chronic stress on the female reproductive
system caused painful, irregular or nonexistent menstrual cycles, and once a female approached
menopause, the hormone levels varied. These rapid changes, for females, were often connected
to anxiety, mood swings, and created a state of distress which manifested into physical
symptoms, such as increased or more intense hot flashes and a diminished sex drive due to stress
(APA, 2017b).
Emotional manifestations of teacher work-related stress. The last manifestations of
stress as examined by Fimian and Fastenau (1990) were emotional manifestations (i.e.,
psychological manifestations) characterizing how teachers responded emotionally to stressful
work situations, based on feelings. Feeling insecure, feeling vulnerable, the inability to cope,
feeling depressed, and feeling anxious were all varying ways emotional manifestations were
exhibited (Fimian & Fastenau 1990).
Information gathered from Research Services (2010) mentioned psychological
(emotional) symptoms; such as feelings of anger, dissatisfaction, frustration, and anxiety were all
normal symptoms found at any job (Noushad, 2008).
Chang (2009) examined emotions felt by teachers, such as anxiety, frustration, and guilt.
Lazarus (2001) remarked anxiety resulted when one was confronted with “existential threats”
(Lazarus, as cited in Chang, 2009, p. 207). In the case of teachers, anxiety was felt when they
had very little control over situations causing a circumstance-based emotion (Chang, 2009).
Another circumstanced-based emotion mentioned was frustration, the most frequent emotion felt
by teachers (Chang, 2009), caused by variables outside the classroom such as administrative
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work or conflicts with school administration about expectations (Golby, 1996; Hargreaves, 2004;
Zembylas, 2003). Guilt, a self-caused emotion, is common in teachers who feel they have a
moral responsibility to their students (Hargreaves and Tuckers, 1991; van Veen, Sleegers, & van
de Ven, 2005; Zembylas, 2003). Hargreaves (1998) noted teaching requires an intense level of
emotional work and feeling worried, guilty, powerless, fearful, vulnerable, and disappointed are
all emotions felt by teachers and can change moment by moment, day by day, etc. (Hargreaves,
1998). Teachers who experienced high levels of stress tended to have a lower tolerance for
classroom disruptions and withdrew from social interactions with students and colleagues
(Leithwood et al., as cited in Research Services; Zhang & Sapp, 2008).
Teachers who experienced negative emotions on a continual basis were thought to be in a
“burnout cycle” (Leithwood et al. as cited in Research Services ; Zhang & Sapp, 2008).
Implications of Teacher Work-related Stress
Teacher Burnout
Much like the Job Demands/Control (JDC) model used by many occupations, the Job
Demands-Resources (JD-R) model was used in the teaching profession (Demerouti et al., 2001).
Hakanen et al. (2006) found burnout was predicted by teachers’ perceptions of job demands and
the absence of job resources. Variables in both job demands and job resources included physical
and/or psychological (i.e., cognitive and emotional) effort, social (i.e. culture of the school,
support of administration and colleagues), or organizational aspects (i.e., salary and professional
development opportunities, job security) (Bakker et al., 2004, p. 86).
Chang (2009) reported job demands, such as work environment (i.e., behaviors of
students, workload) (Chang, 2009; Cheek, Bradley, Parr, & Lan, 2003; Hakanen et al., 2006),
were the leading precursor to teacher burnout. Some research indicated teacher burnout was
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more likely to occur within school environments characterized by low levels of principal support
(Bivona, 2002; Haberman, 2004; Howard & Johnson, 2004; Taylor, Shepard, Kinner, &
Rosenthal, 2002). Researchers, Hakanen et al. (2006) and Cheek et al. (2003), stated at any given
time, between five and thirty percent of teachers showed clear symptoms of burnout and often
was predicted by their perceptions of their working environment.
Researchers, Noushad (2008), Zhang and Sapp (2008), and Evers et. al. (2004) stated that
individuals who experienced burnout felt meaningless, helpless, depressed, and resentful. Most
burnout victims no longer found their jobs interesting or enjoyable and did not care about doing a
good job. Teachers who were burned out often distanced themselves from students emotionally
and physically, felt less sympathetic toward students, taught class less enthusiastically and
creatively, and performed tasks by rote. Those experiencing burnout symptoms usually dreaded
going to work in the morning (Evers et al., 2004; Noushad, 2008; Zhang & Sapp, 2008). Farber
(1991, p. 313) stated “teacher stress and burnout have affected and will continue to affect the
lives of teachers and their families, and all of society” (Farber, as cited in Friedman & Farber,
1992).
Researchers Scott (2010) and Hutman, Jaffe, Segal, Kemp, & Dumpke (2005) found
stressors leading to burnout were attributed to situations where employees felt overworked,
unappreciated for the work they did, confused about expectations and job priorities, concerned
about their job security, overcommitted, and resentful about duties for which they were not
compensated (Hutman et al., 2005; Scott, 2010).
As a profession, teaching is increasingly becoming more stressful due to growing
responsibilities and overall demands of the job (Demjaha et al., 2015); causing teachers to leave
the profession resulting in a national epidemic of teacher departures (McCarthy et al., 2009).
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Mrozek (2005) reported one in three teachers stated teaching to be so stressful they left the
teaching profession creating the highest annual turnover rate of 15.7% compared to other
professions with an average turnover rate of 11.7% (Mrozek, as cited in Demjaha et al., 2015).
Burnout does not have to be a permanent condition and can be dissipated by changes and
support in the working environment and individuals developing coping skills (Dworkin, 2001;
Leithwood et al., as cited in Research Services; Noushad, 2008).
Teachers Leaving the Profession
Teachers who left the profession, due to stress, caused unintended consequences for
school districts. The loss of trained staff created a substantial loss of skilled and experienced
teachers (Howard & Johnson, 2004), which school districts had to replace (Sinclair & Ryan,
1987). Moreover, teachers who stayed but did not deal with their stress were prone to be more
stressed and less effective in areas such as lesson planning, disciplining and motivating students,
and working with parents (Sinclair & Ryan, 1987).
Many researchers have reported that within the first 5 years of teaching (2002-2007), one
third to one half of teachers left their professional career (Hanushek, 2007; Ingersoll & Smith,
2003; Minarik et al., 2003).
The 2004-2005 “Teacher Follow-up Survey” from the National Center for Education
Statistics surveyed three million teachers and 36% (10,000) left the teaching profession due to
weak administration (Fisher, 2011) and lack of administrative support (Blasé et al., 2008). Many
researchers have suggested common practices to combat stressors and retain teachers: mentoring
for new teachers, improved professional development for all teachers, and peer teacher
collaboration; all of which seemed viable options for school districts and administrators to
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consider in the reduction of or halting teachers from leaving the profession (Blasé et al., as cited
in Fisher, 2011; Lambert et al., as cited in McCarthy et al., 2009).
Coping with Work-related Stress
The 2013 national survey by the APA’s Center for Organizational Excellence reported
more than one-third of working Americans experienced work stress, but only 36% of Americans
stated their work place provided resources that were sufficient to manage their stress and 51%
stated they felt valued at work (APA, 2013).
The ways in which people act when dealing with stress is termed “ways of coping” and
problem-solving and support-seeking were two examples (Skinner & Beers, 2016). The APA’s
(2017a) Psychology Center published an article Coping with Stress at Work, which listed
problem-solving and support-seeking steps to manage one’s overall stress. The majority of the
steps were problem-solving strategies such as: 1) journaling stressors to find patterns of stressors
and how those stressors were dealt with; 2) develop healthy responses to stress such as exercise,
making time for hobbies or vacations, limiting caffeine and screen time at night and getting
enough rest, rather than quick fixes such as drinking alcohol and eating fast food; 3) establish
work-life boundaries to reduce work-life conflicts and the stress of ongoing communication 24
hours a day; and (4) learning relaxation techniques such as meditation, deep breathing, and
mindfulness. The APA (2017a) publication also mentioned support systems provided by
employers through the Employee Assistance Program (EAP), and according to the Society for
Human Resource Management (2014), was a work-based intervention program which identified
and assisted employees in resolving personal problems affecting the employee’s performance.
Counseling and mental health referrals were two available resources and were usually paid 100%
by the employer.

37
In general, people need to take preventive coping measures to avoid chronic stress and
improve overall health. In the American Psychological Association (2017) article, Stress won’t
Go Away? Maybe You are Suffering from Chronic Stress, tips for those who experienced
prolonged stress and wanted to make better behavior choices were given. Listed in the 2017
publication were:
a) set limits by identifying which tasks were necessary and then scaling down or
eliminating those tasks that were secondary;
b) find a support system within one’s friends or family which helped individuals feel
they were not facing their challenges alone and could offer perspectives not initially
contemplated;
c) make one health-related commitment in order to strengthen one’s health to regain the
energy needed to face stressful challenges, some of APA’s (2017c) examples
included cutting back on caffeine or increasing physical activity as a way to increase
the body’s production of feel-good endorphins;
d) understand that enhanced sleep quality reduced the chances of inadequate sleep and
stress-induced insomnia (APA, 2017c). According to the APA’s 2009 Stress in
American survey, 47% of all adults stated they could not sleep due to stress; The
APA’s (2017c) publication Stress won’t Go Away? Maybe You are Suffering from
Chronic Stress recommended receiving an average of 7-8 hours of sleep each night
and going to bed at the same time each night increased the quality of sleep for people
who laid in bed and worried. Writing down their concerns in advance of going to bed
was a way to quiet thoughts and rid the mind of issues until morning;

38
e) strive for a positive outlook focused on looking at situations in a positive light and
seeing problems as opportunities, thus minimalizing stress and making realistic
expectations to manage stresses;
f) seek additional help by seeing a licensed mental health professional, such as
psychologists who are trained to help people manage stress and develop coping
strategies to improve one’s overall health, was suggested when one could not get
through their normal routine without feeling overwhelmed or feeling hopeless (APA,
2017c).
Teacher’s Coping with Work-related Stress
Skaalvik and Skaalvik (2015) findings, from a study conducted with 30 Norwegian
teachers indicated teachers experienced many school-based causes of stress, explaining the
elevated degree of physical and emotional exhaustion often faced by teachers. They also spoke
of the need to reduce the challenges and stress teachers encounter. For example, Skaalvik and
Skaalvik suggested teacher’s insurmountable workload, such as paperwork and meetings needed
to be considered and reduced (Skaalvik & Skaalvik, 2015).
Many differing strategies for managing stress emerged throughout the different studies
found in literature. Admiraal, Korthagen, and Wubbels (2000) discussed two coping strategies:
problem-oriented coping, used when the environmental conditions were deemed pliable; and
emotional-oriented coping strategies employed when changing the environment was deemed
unlikely. Problem-oriented coping was the process by which the problem was defined,
alternatives to the problem were identified, and the alternatives were appraised in terms of the
benefits and costs of the chosen alternative. Emotional-oriented coping was employed when
people did not believe they could change the environmental conditions (Admiraal et al., 2000).
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Problem-oriented coping, also termed active coping, was reported by teachers to be the most
effective coping strategy (Litt & Turk, 1985).
Kyriacou (2001) viewed stress management from two perspectives, palliative action and
direct action. Palliative actions were considered dysfunctional in the long run because the
palliative actions, such as excessive drinking, smoking and avoidance behaviors did not
eliminate the actual source of stress, only reduced the impact of stress. Direct action, on the other
hand, involved taking specific actions to eliminate the source of stress. Kyriacou (2001) found
eliminating stress was far more effective than simply lessening the source of stress. Examples
included keeping feelings in check, seeking out a supportive colleague and/or principal,
organizing time and prioritizing needs (Kyriacou, 2001). In fact, researchers cited good
administration and management to be a huge factor in reducing stress, as both created a school
culture of support (Dworkin, Saha, & Hill, 2003; Kyriacou, 2001). Supportive environments
were also found to be related to teachers’ motivation to stay in the profession (Weiss 1999).
Resiliency was identified as another way to help teachers cope with work-related stress.
In a 2004 study, Australian teachers who taught in disadvantaged schools, were interviewed
using a semi-structured process to investigate ‘resilient’ strategies teachers used to cope with
daily stress. In this study, Howard and Johnson (2004), found the participating teachers, who
identified as having a resilience perspective defined as “a strong belief in the ability to control
what happens to them” (p. 409), helped the teachers cope with serious occupational stress.
The researchers then examined the protective factors and the processes the teachers
applied when coping with stress. Protective factors and processes included having a strong
support group (i.e., competent leadership team), pride in their achievements, and competence in
areas of personal importance (Howard & Johnson, 2004). All of the teachers believed their
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coping skills and strategies were either learned from trial and error or from mentors who were
more experienced, but firmly believed those strategies were what made them resilient (Howard
& Johnson, 2004). Howard and Johnson (2004) suggested protective factors could make a
difference in the lives of the teachers and were easy to implement or could be easily learned.
Some implications of their study included teachers being able to depersonalize in stressful
situations, teachers being able to ensure their moral purpose when working in a challenging
environment, schools and leadership teams open to learning how to organize and provide
behavior management strategies to support teachers, celebrating and valuing achievements of
staff, and teachers learning to be competent in key areas such as behavior management, program
organization, lesson preparation, and effective management of resources (Howard & Johnson,
2004).
Teacher coping was a term used to describe how teachers actually reacted to and dealt
with the challenges and problems they faced everyday (Parker & Martin, 2009). By
implementing adequate preventive coping resources, teachers decreased the number of events
they interpreted as stress threats, thus reducing or eliminating the stress response triggers
(McCarthy, Lambert, & Brack, 1997).
Lazarus and Folkman’s (1984) Stress and Coping model indicated the general level of
stress felt by teachers depended on three factors: their personality, the intensity of the situation,
and their perceived coping strategies. (Lazarus & Folkman, as cited in Antoniou et al., 2013).
The stress and coping model (Lazarus & Folkman, 1984) affirmed once a teacher considered the
intensity of the stressful encounter, he/she was faced with processing the stressful situation by
primary appraisal. The researchers of the stress and coping model defined primary appraisal as
how a person assessed the stressor of the particular situation. Next, the person formulated a
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secondary consideration, their ability to cope with the situation. Both the intensity of the stressful
situation and their perceived ability to cope with the stress situation relied on personal
assessment and the degree of stress was dependent on the person and the stressful situation
(Lazarus & Folkmanm, as cited in Antoniou et al., 2013).
According to a study conducted by Jepson and Forrest (2006), 95 people from the United
Kingdom with Type A and Type B personalities participated in a “snowball” or “purposeful”
sampling technique to examine how Type A personalities perceived work-related stress. Jepson
and Forrest (2006) predicted perceived stress would be the strongest factor among Type A
teachers and their research findings found a positive relationship between Type A personalities
and perceived stress, consistent with previous research done by Ganster (as cited in Jepson &
Forrest, 2006). Type A personalities, who displayed a noticeable level of physiological and
emotional activity, were at a greater risk of experiencing increased levels of perceived work
stress leading to burnout than those with Type B personalities, faced with equal occupational
demands (Jepson & Forrest, 2006).
Austin, Shah, and Muncer (2005) described avoidance as a passive approach in which
teachers avoided or denied the problem; an approach employed as a coping strategy, but failed
and often times increased the level of stress and burnout. Omdahl and Fritz (2006) and Potter
(2005) reported teachers suffering from burnout typically chose unhealthy responses such as
drinking more alcohol or caffeine, adopting unhealthy eating habits, and using drugs such as
sleeping pills, tranquilizers, and mood elevators (Omdahl & Fritz; & Potter, as cited in Research
Services, 2010). However, teachers who employed active rational approaches, such as problemsolving and implementing strategies, tended to reduce their level of stress (Antoniou et al.,
2013).
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School districts’ leaders can help teachers reduce their work-related stress by providing
“appropriate job resources…which can help [teachers] fight stress and can boost performance”
(Banerjee & Mehta, 2016, p. 18). As suggested by the American Psychological Association’s
Psychology Help Center (2018) tip sheet on Managing Your Boss, talking to a supervisor could
be a tool to manage work stress, since a supervisor should have their employees’ well-being in
mind (APA, 2018). Teachers and supervisors need to work together to make their school a
healthy, functioning organization.
“Characteristics of a healthy school include: good communication with staff; a strong
sense of collegiality; management decisions based on consultation; consensus established
on key values and standards; whole school policies in place; roles and expectations
clearly defined; teachers receive positive feedback and praise; good level of resources
and facilities to support teachers; support available to help solve problems; policies and
procedures that are easy to follow; red tape and paperwork is minimized; additional
duties are matched to teachers skills; building environment is pleasant to work in; senior
management makes good use of forward planning; induction and career development
advice is given; and counseling services are available to members of staff who are
experiencing high levels of stress. (Kyriacou, 2001, pp. 31-32)
Lazarus and Folkman (1987) regarded coping as a process since change was required,
whether it be over time or by situation (Beers, 2012; Lazarus & Folkman, 1987). Skinner and
Beers (2016) examined how mindfulness “could influence the process of stress and coping for
teachers” (p. 107).
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To offset the stress associated with being an educator, mindfulness training as part of
teacher’s professional development, was one process administrators used to lowered distress
levels of their teachers (Roeser, Skinner, Beer, & Jennings, 2012).
Mindfulness as a Specific Coping Strategy for Teachers
“Mindfulness is an elusive, yet central, aspect of the 2,500-year-old tradition of Buddhist
psychology” (Siegel, Germer, & Olendzki, 2009). Mindfulness was said to begin “by bringing
awareness to current experience-observing and attending to the changing field of thoughts,
feelings, and sensations from moment to moment-by regulating the focus of attention, leading to
a feeling of being very alert to what is occurring in the here-and-now” (Bishop et. al., 2004, p.
232). More simply stated, Kabat-Zinn (1994) suggested mindfulness as a moment to moment
awareness that is cultivated by purposefully paying attention to the present experience, with a
non-judgement attitude.
This “awareness” took place through the use of deep breathing and meditation and these
deliberate practices were intended to reduce stress and increase the relaxation response (Greeson,
2009; Hofmann, Sawyer, Witt, & Oh, 2010; Hölzel et. al., 2011).
Mindfulness-based approaches have been recognized as effective means to begin and
maintain overall health and well-being (Baer, 2003; Brown & Ryan, 2003; Williams, Kolar,
Reger, & Pearson, 2001). The term health included both physical and mental health. “Physical
heath” included physical pain, physical impairments, and the physical component of quality of
life. “Mental health” equated to the psychological well-being, depression, anxiety, sleep, and
psychological components of the quality of life (Grossman, Neimann, Schmidt, & Walach, 2004,
p. 37).
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While many researchers have used the Mindfulness-Based Stress Reduction (MBSR)
training (Kabat-Zinn, Gold, Khoury, Sharna, Rush, & Fournier, as cited in Flook, Goldberg,
Pinger, Bonus, & Davidson (2013), the pilot study conducted by Flook, Goldberg, Pinger,
Bonus, and Davidson (2013) utilized the Mindfulness-Based Stress reduction course (mMBSR),
adapted specifically for teachers. In the fall of 2001 public elementary classroom teachers
participated for eight weeks in the mMBSR study, randomly being assigned to either an
intervention group or a wait-list control group. Mindfulness was assessed using a five faceted
mindfulness (FFMQ) scale and observed the five aspect of mindfulness: observing, describing,
acting with awareness, nonjudging, and non-reactivity. The results of the study suggested
“mindfulness interventions adapted for educators boosted aspects of teachers’ mindfulness
…reducing psychological symptoms and burnout” (Flook et al., 2013, p. 9). The researchers
summed up the study by stating “mindfulness-based practices offer promise as tool for
enhancing teaching quality” (Flook et al., 2013, p. 11).
Roeser et. al. (2012) provided examples of other mindfulness-based programs which
could be customized to meet the needs of the teachers and school districts including Cultivating
Awareness and Resilience in Education (CARE for teachers), Stress Management and Relaxation
Techniques (SMART-in-Education), Inner Resilience, Mindfulness, Courage, and Reflection for
Educators, Mindful Schools, and Passageworks Soul of Education Courses for Teachers (Roeser
et al., 2012). It was hypothesized by Roeser et. al., (2012) when teachers were able to safeguard
and develop self-governing means through mindfulness training, often times teachers sustained
more supportive relationships in the classroom, promoted a conducive climate with regards to
classroom management, which led to greater student engagement and instruction (Roeser et al.,
2012).
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Mindfulness should reduce the maladaptive ways of coping such as helplessness,
opposition and submission and should promote adaptive means of coping like problem-solving,
information seeking, and self-reliance (Feldman, Hayes, Kumar, Greeson, & Laurenceau, 2007).
If teachers found coping strategies, such as mindfulness, to reduce stress, physical and mental
health problems, and even burnout (Skinner & Beers, 2016), perhaps teachers would avoid
engaging in maladaptive coping strategies (i.e., alcohol) which served to provide “quick fixes”,
but had long-term health effects (Lindquist & Cooper, 1999).
Summary
Chapter 2 identified general work-related stressors, implications and manifestations in
theme one, teacher work-related stressors, implications (i.e., burnout and leaving the profession)
and physical and emotional manifestations in theme two, and coping strategies in theme three.
School districts, and the teachers themselves, need to consider how to minimize the work-related
stress teachers experience while providing the necessary resources for teachers to be successful.
Chapter 3 outlines the research questions for the study, detailed informative on participant
selection, the human subject approval process, the survey instrument design and analysis, and the
timeline of the study.
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Chapter 3: Methodology
Introduction
The purpose of the quantitative study was to identify the most noticeable work-related
stressors, the physical and emotional manifestations of work-related stress, and coping strategies
used to reduce stress as reported by K-5 teachers in select northern Minnesota elementary
schools. The study results could prove beneficial to school district administrators who provide
professional development and support for teachers; teachers themselves could also find the study
results insightful as they explore ways to reduce work-related stress; and to teacher preparation
programs.
For several decades teaching has been a profession considered to be very stressful.
However, in recent years, due to increased responsibilities, job demands, and limited job
resources, teaching has become even more stressful and teachers now face work-related stress on
a daily basis (Demjaha et al., 2015).
In 2007, it was reported that 33% to 50% of teachers left the profession within the first 5
years of their employment (Hanushek, 2007; Ingersoll, & Smith, 2003). While the percentage
decreased by 2012, the U.S. National Center for Educational Statistics reported that 17% of
teachers still leave the profession within 5 years (Ingersoll, 2012). There is a significant higher
departure rate of teachers compared to any other profession. (Minarik et al., 2003). These
findings reveal that there is a reason for teachers leaving the profession.
Research Questions
The following research questions were developed to guide the study:
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1. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools report as the most noticeable stressors they experienced in their
teaching positions?
2. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as the emotional and physical manifestations of workrelated stress they experienced?
3. What did kindergarten through fifth grade classroom teachers in northern Minnesota
schools identify as strategies they utilized to cope with work-related stressors?
Participants
The study participants, kindergarten through fifth grade classroom teachers, were chosen
through convenience sampling, which according to the statistics dictionary, is a non-probability
sampling technique where subjects are selected due to their convenient accessibility and
proximity to the researcher. The participant sample was obtained from select northern Minnesota
schools within a 50-mile radius of Bemidji, Minnesota. Within the 50-mile radius, there are 17
public school districts and over 400 possible participants.
A letter of support and consent to participate (Appendix F) was sent to each
superintendent of the 17 public-school districts within a 50-mile radius of Bemidji, Minnesota.
Upon receipt of a signed letter of support and consent from the district superintendent, an email
was sent to the principals of the schools within the approved district. The email (Appendix G)
asked each principal to first read the attached signed letter of support and consent from their
superintendent and then distribute the attached survey (Appendix I) and participant consent form
to the kindergarten through fifth grade teachers in their school district. The kindergarten through
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fifth grade teachers needed to sign the consent form (Appendix H) in order for their survey
results to be included in the study.
To ensure participant confidentially, the survey did not include any demographic
questions beyond the years of teaching experience. In addition, the survey was managed by the
St. Cloud Statistical Center to ensure participant responses were not able to be identified by
specific individual, grade level or particular school, and the data will be destroyed following the
final dissertation defense.
Human Subjects Approval—Institutional Review Board (IRB)
In an effort to ensure the rights and welfare of subjects participating in the study are
adequately protected, the researcher took appropriate measures to comply with the Federal
Policy for the Protection of Human Subjects (45 CFR 46). Approval of the study and survey
instrument was obtained from the St. Cloud State University Institutional Review Board
(Appendix E). The St. Cloud State University Statistical Center assisted in developing the webbased survey using their licensed SurveyMonkey, as well the staff ran the data, analyzed, and
assembled the results.
The ethical implications of the research were strictly followed to protect the anonymity of
the participants and their responses during the study and beyond. Participants who consented to
participate in the study were informed of their option to decline or withdraw from the survey at
any time (Appendix H). The risk of the participants in the study was minimal, and the researcher
will maintain the security of the survey responses until the completion of the study, and then, the
data destroyed.
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Instrument for Data Collection and Analysis
The study utilized a quantitative methodology. Data were collected through the use of a
closed-ended survey created from an existing inventory found in research. The original Teacher
Stress Inventory (TSI), developed by Michael Fimian in 1984, was created for administration to
public school teachers who worked with regular and special needs students. The TSI was first
piloted and then employed with a broad sample of teachers in eight states. Fimian (1988)
emphasized the TSI should be solely used for regular public-school teachers who teach regular or
special education students in grades one through 12. TSI Total Stress Score norms were
established for regular education teachers and special education teachers; therefore, the TSI can
be administered to teachers from either group (Fimian, 1988). The original (TSI) was comprised
of five different stress sources: time-management, work-related stress, professional distress,
discipline and motivation, and professional investment; and five manifestations of stress:
emotional, fatigue, cardiovascular, gastronomical, and behavior, for a total of 49 stress related
items.
With regard to the reliability and validity of the original Teacher Stress Inventory, “the
alpha reliability estimates for the TSI subscales and scale were examined using Cronbach’s
(1951) coefficient alpha. The relationships among those factors were then investigated using
Pearson product-moment correlational analyses” (Fimian, 1988).
In terms of addressing factorial validity, “all forty-nine items exceeded the 0.35 loading
criterion and all but two exceeded 0.40” (Fimian & Fastenau, 1990, p. 152). With regards to the
internal consistency reliability, “the alpha reliability was estimated for each derived TSI subscale
and scale and all but one of the subscale alphas exceeded 0.70; the whole scale alpha was 0.93”
(Fimian & Fastenau, 1990, p.154). Scale and subscale intercorrelations “among the derived
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subscale and total scale scores indicated low to moderate positive correlations existing between
and among the scales. The rs ranged from a low of 0.20 to a high of 0.62; almost 60% of the
possible correlations exceeded 0.40. “All correlations were significant at or beyond the 0.001
probability level” (Fimian & Fastenau, 1990, p. 154).
The current TSI was modified to meet the parameters of the study. The inventory was
shortened substantially, using only 18 of the original 49 questions to reduce the amount of time
required to complete the survey and to focus on the key topics of work-related stressors and
emotional and physical manifestations. The first 21 questions on the survey employed a 5-point
Likert scale. The last survey question had study participants rank ten items from 1-10 with 1= the
strategy used most and 10 = the strategy used least to cope with work-related stress. The first
section of eight questions related to work-related stressors and served to address the first research
question: what did kindergarten through fifth grade classroom teachers report as the most
noticeable stressors they experienced in their teaching positions? The subsequent 13 questions
inquired about the physical and emotional manifestations of work-related stress and were linked
to the second research question: what how did kindergarten through fifth grade teachers in select
northern Minnesota schools identify as the emotional and physical manifestations of workrelated stress they experienced. The next survey question addressed the study’s third research
question: what did kindergarten through fifth grade teachers in northern Minnesota schools
identify as strategies they utilized to cope with work-related stressors. This survey question was
developed through the readings in the literature review. The final demographic question asked
teachers to select the category that represented their years of teaching experience: 1-5 years, 6-10
years, 11-15 years, and 16+ years.
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Permission for use of all or parts of the inventory was obtained from Michael Fimian
(Appendix B).
A pilot study of the survey was undertaken to refine the design of the study, the study’s
questions, the response choices for both the closed-ended questions and ranked order question,
and to ensure the survey was specific to the research questions. The survey was piloted with
doctoral students in the Education Administration and Leadership program at St. Cloud State
University to review the wording of the questions, the closed-ended response choices, and the
overall layout of the survey. Suggestions and feedback were considered in refining the survey to
meet the needs of the study. A pilot test serves as a trial run of the study, done for the sole
purpose of testing the instrument and identifying any issues that need to be addressed before the
actual study is conducted, according to the Association for Qualitative Research’s glossary
definition found at http://www.aqr.org.uk.glossary/pilot-study.
Once the survey was finalized, the consent of support form was emailed to select
northern Minnesota K-5 school district superintendents to seek their permission to administer the
survey to the kindergarten through fifth grade teachers in their school districts. Once permission
was granted (Appendix F), principals were emailed the signed consent of support form with the
survey attached to disseminate to their kindergarten through fifth grade teachers (Appendix I).
The attachment included an invitation for the K-5 teachers to participate, the consent form to
participate (Appendix H), and the 5-10-minute survey instrument (Appendix I).
The survey was administered, and data were collected through the St. Cloud State
Statistical Center using Survey Monkey. This electronic format provided many valuable
components to the researcher which included: the survey was completed online; it had the
capability to be open for a set period of time, it allowed the researcher to observe the number of
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responses; and it permitted reminders to be sent to study participants. The electronic survey was
distributed for 4 weeks, dependent on the target rate of responses, with weekly reminders.
Descriptive data analysis features with specific filters available were then considered at that time.
Research Design
The quantitative research study allowed the researcher to examine a larger number of
subjects and simplify the findings to a broader population (Slavin, 2007), collected the data
through the use of a closed-ended survey.
The survey included questions from the valid and reliable Teacher Stress Inventory
created by Michael Fimian. The first eight questions on the survey inquired about work-related
stressors and included a 1-5 Likert-scale in which 1 indicated not noticeable and 5 indicated
extremely noticeable. The next thirteen questions inquired on the frequency of physical and
emotional manifestations of work-related stress and included a 1-5 Likert-scale in which 1
indicated never and 5 indicated always. Question twenty-two requested teachers rank ten items
from 1-10, with 1= the strategy used most and 10 = the strategy used least to cope with workrelated stress. The twenty-third and final question was a demographic question that asked
teachers to select the years of teaching that reflected their experience between 1-5 years, 6-10
years, 11-15 years, and 16+ years.
Treatment of Data
The Teacher Stress and Coping Survey Monkey survey results were analyzed by
St. Cloud State University Statistical Consulting and Research Center using the Statistical
Package for the Social Sciences (SPSS) Version 25.
The first six questions asked respondents to indicate on a five-point Likert scale the
strength of stressors from (1) not noticeable to (5) extremely noticeable. The next 12 questions
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inquired on the frequency of physical and emotional manifestations of work-related stress and
included a 1-5 Likert-scale in which 1 indicated never and 5 indicated always. To determine each
teacher’s mean score, also termed as the subscale score, each subscale was scored separately by
adding the teacher’s responses and dividing by the sum of the number of items. The remaining
subscales continued this process until one mean item score had been derived from each. To
compute the Total Stress score of the three subscales, the mean item or subscales scores were
totaled, and then that value was divided by 18, the total number of the TSI subscales. For test
norms and interpretation, normative types of comparison were examined by comparing
respondent scores with those generated by the norm group.
For question twenty-two, respondents ranked the ten items methods for coping with
work-related stressors from 1-10 with 1= the strategy used most and 10=the strategy used least to
cope with work-related stress.
Procedures and Timeline
The timeline and procedures for the research study are specified below. In October 2018
the dissertation proposal meeting was scheduled. Following successful completion of the
preliminary examination (Appendix D), the application materials for the Institutional Review
Board (IRB) were completed and submitted. The IRB training was previously completed in
September of 2017.
Also, in October 2018 superintendents from Minnesota school districts located within a
50-mile radius from Bemidji, Minnesota were asked to sign a letter of support and consent
authorizing distribution of the 23 question Teacher Stress Inventory survey to their kindergarten
through fifth grade teachers. After IRB approval, the principals of the selected schools were
asked to disseminate the survey, with the attached consent to participate form, to their K-5

54
teachers. The data were collected during November and December, 2018. The Statistical
Consulting and Research Center at St. Cloud State University, in St. Cloud, Minnesota, analyzed
the collected data using Survey Monkey in January, 2019.
Chapters 4 and 5 were completed from February-April of 2019. In May of 2019, the Final
Dissertation Defense was scheduled. On May 24, 2019, the Final Dissertation Defense was
conducted and application for graduation were completed.
Summary
Chapter 3 described the study methodology, including an introduction to the study, an
overview of the study, the research design, population sample, human subject approval,
instrument for data collection and analysis, research design, treatment of data, procedures and
timeline and a brief summary. Chapter 4 reports the findings of the study. Quantitative data are
discussed and described. Chapter 5 reports the major study conclusions, discussions, limitations,
and recommendations.
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Chapter 4: Results
Introduction
While teachers may find personal satisfaction in teaching, it can also result in stress,
burnout, and leaving the profession (Hanuskek, 2007; Ingersoll & Smith, 2003).
Studies such as McCarthy et al. (2009) found that teaching is a stressful career and can
lead to some teachers suffering professional burnout. Additionally, Minarik et al. (2003) reported
that there was a significantly higher departure rate of teachers compared to any other profession.
The U.S. National Center for Educational Statistics reported 17% of teachers left the
profession within 5 years of having been employed (Ingersoll, 2012; Cox et al., 2007).
Critical to managing stress, such as reported in the teaching profession, is the use of
coping strategies. Methods to cope with stress include mindfulness (Skinner & Beers, 2016) and
in an APA’s help center article Stress won’t Go Away? Maybe You are Suffering From Chronic
Stress, it was suggested that developing healthy responses, establishing boundaries, and getting
support were also strategies to cope with work-related stress (APA, 2017c).
Purpose of the Study
The purpose of the quantitative study was to identify the most noticeable work-related
stressors, the physical and emotional manifestations of work-related stress, and coping strategies
used to reduce stress reported by K-5 teachers in select northern Minnesota elementary schools.
Research Questions
1. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools report as the most noticeable stressors they experienced in their
teaching positions?
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2. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as the emotional and physical manifestations of workrelated stress they experienced?
3. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as strategies they utilized to cope with work-related
stressors?
Research Design
The quantitative research study design allowed the researcher to contact a larger number
of subjects (118) and to generalize the findings to a broader population (Slavin, 2007). Data were
collected from 16 school districts in northern Minnesota through the use of a closed-ended
survey. The study was presented to superintendents for their approval and, once obtained,
individual principals in participating school districts distributed the survey link to K -5
elementary teachers in their respective schools. A total of 119 respondents completed survey
questions 1-8 out of the 22 survey questions; and 118 respondents completed survey questions
9-21, which represented 13 of the 22 survey questions. Due to issues with the survey link, a
range from 97-111 respondents completed the final survey question; 97 respondents ranked
every survey question option, 111 respondents ranked some of the options, and 22 respondents
did not answer the question.
The first eight survey questions asked respondents to indicate their perception of how
noticeable work-related stressors were to them and included a 1-5 Likert-scale in which 1
indicated not noticeable and 5 indicated extremely noticeable. The next 13 survey questions
asked respondents to indicate the frequency with which they experienced physical and emotional
manifestations of work-related stress. These survey questions used a 1-5 Likert-scale in which 1
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indicated never and 5 indicated always. Survey question 22 requested that survey respondents
rank ten items from 1-10 with 1= the strategy used most and 10=the strategy used least to cope
with work-related stress. The last survey question was a demographic question that asked
teachers to select the range of years that best reflected their teaching experience. The categories
were: 1-5 years, 6-10 years, 11-15 years, and 16+ years of experience.
The Teacher Stress and Coping survey results obtained from Survey Monkey were
analyzed by St. Cloud State University Statistical Consulting and Research Center using the
Statistical Package for the Social Sciences (SPSS) Version 25. Descriptive statistics were used to
analyze the data and calculate means, standard deviation, and percentages for the first 21 survey
questions. Survey question 22 employed a ranking scale from 1-10 with 1= the strategy used
most and 10 = the strategy used least to cope with work-related stress; data were reported by
frequencies and mean calculations.
Chapter 4 Organization
Chapter 4 results are presented in order of the study’s three research questions. Tables are
used to detail survey results; demographic information regarding years of respondents’ teaching
experience is also presented at the end of the chapter.
Research Question 1
What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools report as the most noticeable stressors they experienced in their teaching
positions?
Table 1 contains the data for Research Question 1 regarding respondents’ perceived level
of noticeable level of stress for each of the eight work-related stress factors using a 5-point Likert
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scale. The Likert scale choices were: (1) not noticeable, (2) barely noticeable, (3) moderately
noticeable, (4) very noticeable, (5) and extremely noticeable.
The data were reported in descending order by mean scores.
Table 1
Perceived Level of Noticeable Stress for Work-related Stressors (N= 119)
Work-Related
Stressors

Frequencies
Percentages

There is too much work to do.

Students behaviors negatively
impact my ability to perform
my job.
There is little time to prepare
for my lessons/responsibilities

My personal priorities are being
short-changed due to time
demands at work.
There is too much paperwork in
my job.

The pace of the school day is
too fast.

There is a general lack of
support for my job
responsibilities.
My class is too big.

NN

BN

MN

VN

EN

Total

M

SD

2

8

32

48

29

119

3.79

0.95

1.7

6.7

26.9

40.3

24.4

100.0

7

13

26

33

40

119

3.72

1.21

5.9

10.9

21.8

27.7

33.6

100.0

4

10

34

50

21

119

3.62

0.98

3.4

8.4

28.6

42.0

17.6

100.0

7

15

35

32

30

119

3.53

1.17

5.9

12.6

29.4

26.9

25.2

100.0

10

25

40

21

23

119

3.18

1.21

8.4

21.0

33.6

17.6

19.3

100.0

11

20

40

34

14

119

3.17

1.13

9.2

16.8

33.6

28.6

11.8

100.0

14

34

27

31

13

119

2.96

1.21

11.8

28.6

22.7

26.1

10.9

100.0

26

21

32

28

12

119

2.82

1.29

21.8

17.6

26.9

23.5

10.1

100.0

Note: Likert-scaled responses from survey questions 1 through 8, (NN) not noticeable =1, (BN) barely
noticeable = 2, (MN) moderately noticeable = 3, (VN) very noticeable = 4, and (EN) extremely noticeable = 5.
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Table 1 data reveal that the largest number of participants’ responses in the category of
extremely noticeable work-related stressors was for behaviors negatively impact my ability to
perform my job 33.6% (n = 40). The remaining seven extremely noticeable work-related
stressors identified by study respondents were between 10.1% (n = 12) for my class is too big
and 25.2% (n = 30) for my personal priorities are being short-changed due to time demands at
work.
For the category of very noticeable work-related stressors, the largest number of
responses reported were for there is little time to prepare for my lessons/responsibilities 42.0%
(n = 50), followed by there is too much work to do 40.3% (n = 48), and the pace of the school
day is too fast 28.6% (n = 34).
The remaining five very noticeable work-related stressors identified by study participants
were between 17. 6% (n = 21) there is too much paperwork in my job and 27.7% (n = 31) for
student behaviors negatively impact my ability to perform my job.
In the category of moderately noticeable work-related stressors reported by study
respondents there were 33.6 % (n = 40) for two of the work-related stressors, the pace of the
school day is too fast and there is too much paperwork in my job, and 29.4% (n = 35) for my
personal priorities are being short-changed due to time demands at work. There is little time to
prepare for my lessons/responsibilities received was reported by 28.6 % (n = 34) of study
respondents.
The remaining four work-related stressors in the moderately noticeable category reported
by study respondents were between 21.8% (n = 26) for student behaviors negatively impact my
ability to perform my job and 26.9% (n = 32) for the two work-related stressors there is too much
work to do and my class is too big.
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For the category of barely noticeable, the largest number of responses was for the workrelated stressor, there is a general lack of support for my job responsibilities, with 28.6% (n = 34)
of respondents who selected that level of stress. The remaining seven work-related stressors in
the category of barely noticeable were reported by study respondents between 6.7% (n = 8) for
there is too much work to do, and 21.0 % (n = 25) there is too much paperwork in my job.
The largest number of responses in the category of non-noticeable work-related stressors
was for my class is too big, 21.8% (n = 26). The remaining seven work-related stressors in the
category of non-noticeable were reported by study respondents between 1.7% (n = 2) for there is
too much work to do and 11.8% (n = 14), there is a general lack of support for my job
responsibilities.
Table 1 data also reveal that the four highest mean scores of work-related stressors
reported by study respondents were: there is too much work to do (M = 3.79), student behaviors
negatively impact my ability to perform my job (M = 3.72), there is little time to prepare for my
lessons/responsibilities (M = 3.62), and my personal priorities are being short-changed due to
time demands at work (M = 3.53).
A general lack of support for my job responsibilities (M = 2.96) and my class is too big
(M= 2.82) received the lowest mean scores indicating a lower reported rating of stress than the
other six work-related stressors.
The researcher considered mean scores at or above 3.5 to be most noticeable work-related
stressors experienced by study respondents and mean scores at or below 3.0 to be the least
noticeable work-related stressors based on a discernable differentiation between the mean scores.
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Table 1 data also revealed that the standard deviations (SD) data points, which measured
the spread of responses within each of the eight-related stressors, were between 0.95 and 1.29,
indicating that most of the responses were very close to the average.
In summary, the work-related stressor identified by respondents as extremely noticeable
was for behaviors negatively impact my ability to perform my job. Respondents identified very
noticeable and moderately noticeable work-related stressors as: there is little time to prepare for
my lessons/responsibilities; there is too much work to do; the pace of the school day is too fast;
and there is too much paperwork in my job.
Research Question 2
What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as the emotional and physical manifestations of work-related stress
they experienced?
Table 2 offers data from 118 respondents who reported their perceived emotional and
physical manifestations of work-related stress using a 5-point Likert scale. The Likert scale
choices were as follows (1) never, (2) rarely, (3) sometimes, (4) often, and (5) always.
The data were reported in descending order by mean scores.
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Table 2
Reported Emotional and Physical Manifestations of Work-related Stress (N = 118)

Responses to Stress
I respond to stress by
feeling anxious.
I respond to stress with
physical exhaustion.
There are days when I
feel tired before I arrive
at work.
I respond to stress by
becoming fatigued in a
very short time.
I respond to stress by
procrastinating.
I respond to stress by
feeling insecure.
I respond to stress by
feeling angry
I respond to stress by
feeling vulnerable.
I respond to stress by
feeling depressed.
I respond to stress by
experiencing more
illnesses (e.g. colds).
I respond to stress by
feeling unable to cope.
I respond to stress by
sleeping more than
usual.
I respond to stress with
physical weakness.

N
6
5.1
11
9.3
6
5.1

R
13
11.0
21
17.8
23
19.5

Frequencies
Percentages
S
O
32
46
27.1
39.0
32
42
27.1
35.6
38
44
32.2
37.3

13
11.0

21
17.8

39
33.1

36
30.5

9
7.6

118
100.0

3.06

1.11

12
10.2
15
12.7
18
15.3
21
17.8
25
21.2
18
15.3

31
26.3
24
20.3
29
24.6
26
22.0
28
23.7
41
34.7

45
38.1
48
40.7
43
76.3
45
38.1
40
33.9
37
31.4

22
18.6
28
23.7
26
22.0
23
19.5
19
16.1
17
14.4

8
6.8
3
2.5
2
1.7
3
2.5
6
5.1
5
4.2

118
100.0
118
100.0
118
100.0
118
100.0
118
100.0
118
100.0

2.86

1.06

2.83

1.02

2.70

1.03

2.67

1.06

2.60

1.14

2.58

1.05

20
16.9
26
22.0

33
28.0
29
24.60

45
38.1
39
33.1

17
14.4
23
19.5

3
2.5
1
0.8

118
100.0
118
100.0

2.58

1.02

2.53

1.07

30
25.4

50
42.4

24
20.3

13
11.0

1
0.8

118
100.0

2.19

1.05

A
21
17.8
12
10.2
7
5.9

Total
118
100.0
118
100.0
118
100.0

M
3.53

SD
1.07

3.19

1.13

3.19

0.99

Note: Likert-scaled responses from survey questions 9 through 21, (N) never =1, (R) rarely = 2, (S) sometimes = 3,
(O) often = 4, and (A) always = 5. Also, questions 9-14 are examples of emotional manifestations while questions
15-21 are physical manifestations.

Table 2 data indicate the percentages and frequencies of study respondents who selected
often and always as their responses to emotional and physical manifestations of stress. The
largest percentage of responses 56.8% (n = 67), were for feeling anxious which would be
considered an emotional manifestation of stress. There were 45.8% (n = 54) of respondents who
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reported they responded to stress with physical exhaustion, and 43.2% (n = 51) responded there
are days when I feel tired before I arrive at work, and 38.1% (n = 45) reported they responded to
stress by becoming fatigued in a very short time, all three of which would be considered physical
manifestations of stress. Physical exhaustion and there are days when I feel tired before I arrive
at work were reported by 89.0% (n = 105) of the respondents.
Table 2 data reveal percentage and frequencies by study respondents who selected never
or rarely for responses to stress: 67.8% (n = 80) responded to stress with physical weakness;
50.0% (n = 59) responded to stress by experiencing more illnesses (e.g., colds); 46.6% (n = 55)
responded to stress by sleeping more than usual; 44.9% (n = 53) identified that they responded to
stress by feeling depressed as did 44.9% (n = 53) by feeling unable to cope. The first three
reported responses to the emotional and physical manifestations of stress would be considered
physical manifestations (physical weakness, more illnesses, and sleeping more than usual) and
the latter two would be considered emotional manifestations of stress (feeling depressed and
feeling unable to cope).
Table 2 data also illustrate that mean scores for responses to emotional and physical
manifestations of work-related stress as reported by study participants were highest for those
who felt anxious (M = 3.53) followed by feeling tired before arriving to work (M = 3.19),
physical exhaustion (M = 3.19), and becoming fatigued over a short period of time (M = 3.06).
The researcher considered mean scores at or above 3.0 as indicators of higher emotional
and physical manifestations than mean scores below 3.0 based on a discernable differentiation
between the mean scores.
The lowest mean score, 2.19, was for the selection, I respond to stress with physical
weakness.
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In summary, 56.8% of the manifestations of stress identified by respondents were
considered to be emotional manifestations (feeling anxious); the physical manifestations of stress
(physical exhaustion, days when I feel tired before I arrive at work, and becoming fatigued in a
very short period of time) were reported by 89.0% of respondents.
Table 2 data show the contrast between emotional and physical manifestations of stress.
Questions 9-14 were considered emotional manifestations, while questions 15-21 were
considered physical manifestations of stress.
Table 2 data reveal that for the questions considered emotional manifestations of stress,
76.3% (n = 43) of study respondents reported they responded to stress by feeling angry. For the
remaining eight emotional manifestations of stress, the range of responses was a low of 27.1% (n
= 31) for I respond to stress by feeling anxious, to a high of 40.7% (n = 48) for I respond to
stress by feeling insecure.
The data revealed in Table 2 regarding physical manifestations to stress have already
been reported in previous information for Research Question 2, but to summarize, there were
45.8% (n = 54) of respondents who reported they responded to stress with physical exhaustion,
and 43.2% (n = 51) responded there are days when I feel tired before I arrive at work, and 38.1%
(n = 45) reported they responded to stress by becoming fatigued in a very short time, all three of
which would be considered physical manifestations of stress.
Table 2 data reveal that the standard deviations (SD), which measured the spread of
responses within each of the work-related stressors, were between 1.00 and 1.14 standard
deviations from the mean indicating that most of the responses were very close to average.
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Research Question 3
What did kindergarten through fifth grade classroom teachers in northern Minnesota
schools identify as strategies they utilized to cope with work-related stressors?
Tables 3 and 4 data reveal how the study respondents ranked their use of coping
strategies using a scale of 1-10 with 1= the strategy used most and 10 = the strategy used least to
cope with work-related stress. Table 3 presents an overview of the data findings for each of the
10 coping strategies while Table 4 presents the frequencies and percentage of study respondents’
ranking of their selection as 1, the strategy they reported they used most.
It was important to note that there were 97 respondents who ranked every coping strategy
with a number ranking from 1 to 10, 111 respondents assigned a number from 1-10 to some of
the coping strategies, and 22 respondents did not answer the question.
Table 3
Reported Strategies Utilized to Cope with Work-related Stress
Coping Strategy

Total # of
Respondents

Frequency

Percent Based on
Respondents
Answering the
Question
30.6
29.1
18.6
18.0
18.0

Counseling
98
30
Personal and Family Relationships
110
32
Medication
106
18
Food
111
20
Entertainment (movies, plays, sporting events,
100
18
hobbies, etc.)
Alcohol
102
24
17.6
Vacation
111
19
17.1
Mediation/Mindfulness
97
23
16.9
Physical Activity (ex. running, yoga)
105
19
14.0
Administrator/Collegial Support
108
18
13.2
Note: The last question asks to rank ten items regarding methods for coping with work-related stressors from
10 with 1= the strategy used most and 10 = the strategy used least to cope with work-related stress.

1-
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Table 3 data reveal percentages and frequencies of the total number of study respondents
who reported strategies utilized to cope with work-related stress. Counseling was identified as
the coping strategy used most for work-related stress, 30 of 98 study respondents or 30.6%
followed closely by 32 of 110 of study respondents or 29.1%, who chose personal and family
relationships. For the remaining coping strategies, the percentages of respondents who chose to
answer the question were all under 18.6%.
In summary, personal and family relationships and counseling are reported as the coping
strategies utilized more often than the other eight strategies listed as options to cope with workrelated stress.
Table 4 data represents the frequencies and percentages of respondents who assigned the
rank of 1 in each category as the strategy they used most to cope with work-related stress.
Table 4
Reported Number One Coping Strategy Utilized for Work-related Stress
Coping Strategy used most by
Category
Personal and Family
Relationships
Physical Activity
Entertainment
Medication
Food
Counseling
Administrator/Collegial
Support
Vacation
Meditation/Mindfulness
Alcohol

Total # of Respondents

Percent

110

Frequency of #1
Ranking
32

105
100
106
111
98
108

18
16
12
10
6
5

17.1
16.0
11.3
9.0
6.1
4.6

111
97
102

5
4
1

4.5
4.1
1.0

29.1
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It was important to note that there were 97 respondents who ranked every coping strategy
with a number ranking from 1 to 10, 111 respondents assigned a number from 1-10 to some of
the coping strategies, and 22 respondents did not answer the question.
Table 4 data reveal that 29.1% or 32 of 110 of study respondents selected personal and
family relationships as their number one way to cope with work-related stressors. This was
followed by physical activity 17.1% or 18 of 105 study respondents, entertainment with 16.0%
or 16 of 100 respondents, medication 11.3% or 12 of study respondents, and food 9.0% or 10 of
111 study respondents.
The coping strategies which received the lowest number of responses as the number one
coping strategy were: counseling with 6.1% or 6 of 98 respondents; administrator/collegial
support with 4.6% or 5 of 108 study respondents; vacation with 4.5% or 5 of 111 respondents;
meditation/mindfulness with 4.1% or 4 of 97 of study respondents; and alcohol with only one
person of 102 who selected this as the number one coping strategy.
In summary, Table 4 data reveal that study respondents were varied in the coping
strategies used to cope with work-related stress.
Table 5 data reveal the results of the demographic question that asked study respondents
to select the range of years that best reflected their years of teaching experience. The categories
were: 1-5 years, 6-10 years, 11-15 years, and 16+ years.
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Table 5
Range of Years of Teaching Experience (N = 112)
Years of Teaching Experience

Frequency

Percent

1-5 years of teaching experience

15

13.4

6-10 years of teaching experience

20

17.9

11-15 years of teaching experience

21

18.8

16+ years of teaching experience

56

50.0

Total

112

100.0

Table 5 data revealed that 18.8% (n = 21) of the teachers reported 11-15 years of teaching
experience and 50.0% (n = 56) of the teacher respondents reported 16+ years of teaching
experience. In all, 68.6% (n = 77) of the respondents who responded to the request to complete
the survey and to identify work-related stressors, how they respond to both the emotional and
physical manifestations of stress, and how they rank the coping strategies had 11 or more years
of teaching experience. There were 31.3% (n = 35) of survey respondents who reported 1-10
years of teaching experience. In summary, over half of the survey respondents reported having
11 or more year of teaching experience.
In summarizing Chapter 4, kindergarten through fifth grade teachers in select northern
Minnesota school reported the most noticeable work-related stressors as: there is too much work
to do (M = 3.79), student behaviors negatively impact my ability to perform my job (M = 3.72),
there is little time to prepare for my lessons/responsibilities (M = 3.62), and my personal
priorities are being short-changed due to time demands at work (M = 3.53).
The most noticeable work-related stressors reported as experienced by kindergarten
through fifth grade classroom teacher respondents were highest for those who felt anxious
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(M = 3.53) which is considered an emotional manifestation to stress. Physical manifestations
of stress reported by the study respondents included: feeling tired before arriving to work (M =
3.19), physical exhaustion (M = 3.19), and becoming fatigued over a short period of time (M =
3.06).
The select northern Minnesota kindergarten through fifth grade classroom teachers
identified personal and family relationships 29.1% (n = 32), physical activity 17.1% (n = 18) and
entertainment 16.0% (n = 16) as the coping strategies most used to cope with work-related
stressors.
Overall, the majority of those who responded to the survey reported having 11 or more
years of teaching experience. Of those, 18.6% teachers reported 11-15 years of teaching
experience and 50% reported having 16+ years of teaching experience.
Summary
Chapter 4 reported the findings of the study. Quantitative data were described and
reported. Chapter 5 presents conclusions and discussion from the study findings. The chapter
also includes study limitations, recommendations for future research and practice and a
summary.
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Chapter 5: Conclusions, Discussion, Limitations, Recommendations
for Future Study and Practice
Introduction
Kyriacou (2001) defined teacher stress as the negative emotions of the job and the related
pressures and experiences teachers faced, and their inability to cope with those pressures
(Kyriacou, 2001). Jennett et al. (2003) stated stress was inevitable at work, and although the
reasons differed, all teachers experienced work-related stress. Simply stated, the work-related
stress teachers experienced resulted from negative emotions produced by their work (Hakanen et.
al., 2006; Kyriacou, 2001).
The degree of job stress is different for each person and is dependent on certain
particulars of the job, the existence of work stressors out of the person’s control, the amount of
work and home support, and even the manner in which a person coped with job stress (Johnson
et al., 2005).
How well a teacher performs in the classroom has a tremendous impact on the success of
their students; however, work-related stress can negatively affect a teacher’s performance
(Sinclair & Ryan, 1987). Therefore, a study of teachers’ awareness of work-related stressors,
including the physical and emotional manifestations of stress, and the coping strategies used to
reduce work-related stress was needed. There is a lack of research regarding elementary
teachers’ work-related stresses in schools located in northern Minnesota. The study could
provide information and insight for teachers and administrators in that region especially with
regard to teacher professional development focused on reducing work-related stress and
effective coping strategies.
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Research design. The purpose of the study was to identify the most noticeable workrelated stressors, the physical and emotional manifestations of work-related stress, and coping
strategies used to reduce stress as reported by K-5 teachers in select northern Minnesota
elementary schools.
The quantitative study data were collected through the use of a21 question online survey
distributed to kindergarten through fifth grade teachers in select northern Minnesota school
districts. There were 119 teacher responses to the survey.
Research questions. The data were analyzed and results categorized according to each of
the following research questions.
1. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools report as the most noticeable stressors they experienced in their
teaching positions?
2. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as the emotional and physical manifestations of workrelated stress they experienced?
3. What did kindergarten through fifth grade classroom teachers in select northern
Minnesota schools identify as strategies they utilized to cope with work-related
stressors?
Conclusions
This section addresses each research question’s major findings and the related literature
associated with those findings.
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Research Question 1: What did kindergarten through fifth grade classroom teachers in
select northern Minnesota schools report as the most noticeable stressors they experienced in
their teaching positions?
The work-related stressor identified by respondents as extremely noticeable was for the
selection, behaviors negatively impact my ability to perform my job. Respondents also identified
very noticeable and moderately noticeable work-related stressors as: there is little time to prepare
for my lessons/responsibilities; there is too much work to do; the pace of the school day is too
fast; and there is too much paperwork in my job.
Literature supports these findings identified by the study respondents. For instance,
student misbehavior, working environment, and intensified stressors were noted as possible
causes of work-related stress for teachers (Fisher, 2011). Subsequently, the 2017 American
Psychological Association article Coping with Stress at Work, listed specific sources linked to
work-related stress. Examples included low salaries, excessive workloads, limited prospect for
advancement, reduced support, lack of control over circumstances, and the conflicting demands
or vague work expectations (APA, 2017a).
In three separate studies described in the literature review, the work-related stressors
identified by study participants as extremely noticeable, very noticeable and moderately
noticeable were confirmed.
In a study by Demjaha et al. (2015) they substantiated the study results that, as a
profession, teaching is progressively becoming a stressful occupation due to increased
responsibilities and demanding deadlines (Minarik et al., 2003). Role overload, another term for
excessive workload, exists when an individual fulfills multiple roles simultaneously and lacks
the resources to perform them. It can evolve from both excessive time demands and excessive
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psychological demand. Role strain is an outcome of role conflict and overload (Creary &
Gordon, 2016).
In another study conducted by Fimian and Fastenau (1990), 3,401 teachers from seven
states participated in a Teacher Stress Inventory (TSI). The TSI, developed by Fimian, measured
the strength of different stressful events related to the roles of teachers and how they perceived
those stressors. Environmental-specific work-related stressors included a lack of preparation
time, work overload, oversized classes, and mandatory paperwork. Additionally, discipline and
motivation were two components of teacher-student relationships that were found to be stressful.
While some teachers often reported good classroom management, they were stressed with the
constant work of running a smooth classroom while addressing students’ misbehaviors (Fimian
& Fastenau, 1990). It was also found that student behavior was often linked to the corresponding
school policies that addressed the behavior.
A third study, such as the one conducted by Skaalvik and Skaalvik (2015), indicated
teaching as a whole was stressful as reported by their results from a 30-teacher participant study.
Those study results indicated workload and time pressure as particularly stressing for the
majority of teachers (n = 30). The misbehavior or discipline problems of students were identified
as a source of stress for 25 of their study’s respondents, and the lack of compatibility between the
school’s values and beliefs and their own personal beliefs and goals caused stress in 17 of their
study’s teachers. The researchers’ concluded that teaching as a whole was reported as a stressful
profession, but the level of stress was individual to each person (Skaalvik, & Skaalvik, 2015).
In summary, respondents reported that day to day teaching and paperwork expectations
with little time to prepare created stress. Moreover, the misbehavior of students and the lack of
disciplinary measures teachers can employ only add to an already stressful environment.
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Research Question 2. What did kindergarten through fifth grade classroom teachers in
select northern Minnesota schools identify as the emotional and physical manifestations of workrelated stress they experienced?
Of the manifestations of stress identified by respondents, physical manifestations of stress
(physical exhaustion, days when I feel tired before I arrive at work, and becoming fatigued in a
very short period of time) were reported by 89.0% of study respondents and a total of 56.8% of
manifestations of stress reported by study respondents were considered to be emotional
manifestations (feeling anxious). These findings coincide with published findings from the
American Psychological Association help center article Stress effects on the body, which stated
work-related stress can produce physical and emotional manifestations (APA, 2017b).
Physical manifestations, generally characterized by some degree of physical exhaustion
or a general feeling of being tired and rundown (Evers et al., 2000; Noushad, 2008) included
fatigue manifestations, cardiovascular manifestations, gastronomical manifestations, and
behavioral manifestations (Fimian & Fastenau, 1990). Fatigue was manifested in a range of
stress-related signs; headaches, sleeping more than normal or having insomnia, procrastinating,
lacking energy to the point of experiencing physical weakness, fatigued over a short amount of
time, physical exhaustion, and even physical limitations (Fimian & Fastenau, 1990; Noushad,
2008; Evers et al., 2000).
Emotional manifestations (i.e., psychological manifestations) were characterized as how
teachers responded emotionally to stressful work situations based on how the teacher described
his/her emotional state. Feeling insecure, feeling vulnerable, the inability to cope, feeling
depressed, and feeling anxious were all varying ways emotional manifestations were
characterized (Fimian & Fastenau 1990).
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Hargreaves (1998) further noted that teaching requires an intense level of emotional work
and feeling worried, guilty, powerless, fearful, vulnerable, and disappointed are all emotions
experienced by teachers and can change moment by moment, and day by day (Hargreaves,
1998).
Chang (2009) examined emotions experienced by teachers, such as anxiety, frustration,
and guilt. Lazarus (2001) remarked that anxiety resulted when one was confronted with
“existential threats” (Lazarus, as cited in Chang, 2009, p. 207). In the case of teachers, anxiety
was experienced when they had very little control over situations causing a circumstance-based
emotion (Chang, 2009).
Additionally, teachers who experience high levels of stress tend to have a lower
tolerance for classroom disruptions and withdraw from social interactions with students and
colleagues (Leithwood et al., as cited in Research Services; Zhang & Sapp, 2008).
In summary, teachers reported they experienced a vast array emotional responses and
varying degrees of physical exhaustion, depending on environmental factors and their unique,
personal approach of responding to work-related stress.
Research Question 3: What did kindergarten through fifth grade classroom teachers in
select northern Minnesota schools identify as strategies they utilized to cope with work-related
stressors?
Teacher coping is a term used to describe how teachers actually react to and address the
challenges and problems they face every day (Parker & Martin, 2009). By implementing
adequate preventive coping resources, teachers can decrease the number of events they interpret
as stress threats, thus reducing or eliminating stress response triggers (McCarthy et al., 1997).
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The ways in which people behave when dealing with stress was termed “ways of coping”
and problem-solving and support-seeking were two such examples of coping behaviors (Skinner
& Beers, 2016). The APA’s (2018) Psychology Center published an article Coping with Stress at
Work, which listed problem-solving and support-seeking steps as a way to manage one’s overall
stress. The majority of the steps were problem-solving strategies such as:
1) journal work-related stressors to find patterns of stressors and how those stressors
were addressed;
2)

develop healthy responses to stress such as exercise, making time for hobbies or
vacations, limiting caffeine and screen time at night and getting enough rest; rather
than quick fixes such as drinking alcohol and eating fast food;

3)

establish work-life boundaries to reduce work-life conflicts and the stress of ongoing
communication 24 hours a day; and

4)

learn relaxation techniques such as meditation, deep breathing, and mindfulness.

Coping strategies critical to managing stress have historically included exercise, talking to others
with similar experiences, and seeking professional help as methods for coping with work-related
stress (Freudenberger, 1974). While not a comprehensive list, more recent coping methods
included mindfulness (Skinner & Beers, 2016), developing healthy responses, establishing
boundaries, and obtaining support from others as methods to cope with work-related stress (APA,
2017a).
The study results revealed that 29.1% or 32 of 110 of study respondents selected personal
and family relationships as their number one strategy to cope with work-related stressors. This
was followed by physical activity with 17.1% or 18 of 105 study respondents, entertainment with
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16.0% or 16 of 100 respondents, and medication by 11.3% or 12 study respondents. Food was
identified as a way to cope with stress by 9.0% or 10 of 111 study respondents.
It was not surprising that personal and family relationships were reported as the coping
strategies utilized most often. Other coping strategies reported by study respondent were also not
unexpected and those included: physical activity, entertainment, medication, and food.
In the literature review it was reported that teachers suffering from burnout typically
chose unhealthy responses such as adopting unhealthy eating habits, and using drugs such as
sleeping pills, tranquilizers, and mood elevators (Omdahl & Fritz; & Potter, as cited in Research
Services, 2010). An unexpected finding of the study was that of the strategy chosen least,
alcohol. In previous research, Omdahl and Fritz (2006) and Potter (2005), reported teachers
suffering from burnout typically chose unhealthy responses such as drinking more alcohol or
caffeine.
In recent years, mindfulness-based approaches have been recognized as an effective
means to begin and maintain overall health and well-being (Baer, 2003; Brown & Ryan, 2003;
Williams et. al., 2001), but survey results did not support this as a selected coping strategy.
Kyriacou (2001) found eliminating stress was far more effective than simply lessening
the source of stress. Examples provided included keeping feelings in check, organizing time,
prioritizing needs, and seeking out a supportive colleague and/or principal (Kyriacou, 2001).
Supportive environments were also found to be related to teachers’ motivation to stay in the
profession (Weiss, 1999). The APA (2018) publication mentioned support systems provided by
employers through the Employee Assistance Program (EAP) as a means to assist employees in
resolving personal problems affecting the employee’s performance. Counseling and mental
health referrals were two available resources and usually were paid 100% by the employer.
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In summary, study respondents were varied in the coping strategies they reported they
used to cope with work-related stress. Research suggested that if teachers can implement longterm preventive coping mechanisms to promote their overall health and well-being, such as
finding personal and family support and seeking counseling; they can learn to ultimately
minimize situations that were once interpreted as stress threats, thus reducing their level of stress.
Demographic Information from the Study: Overall, the majority of those who
responded to the survey reported 11 or more years of teaching experience. Of those, 18.6%
teachers reported 11-15 years of teaching experience and 50% reported 16+ years of teaching
experience. While the literature review did not focus on years of teaching experience, the
researcher included the demographic information to determine if this was an area for further
exploration and research.
Discussion
The major findings from the first research question, which asked the most noticeable
stressors teachers experienced in their positions, were not surprising and paralleled the literature
review.
Chang (2009) reported job demands, such as work environment (i.e., behaviors of
students, workload) (Chang, 2009; Cheek et al., 2003; Hakanen et al., 2006), were the leading
precursors to teacher burnout. Researchers, Hakanen et al. (2006) and Cheek et al. (2003), stated
at any given time, between five and thirty percent of teachers showed clear symptoms of burnout
which was predicted by their perceptions of their working environment (Hakanen et al., 2006;
Cheek et al., 2003).
Student misbehavior is a major concern for schools today. When student behaviors need
to be addressed, classroom learning is interrupted. When learning cannot take place, teachers are
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unable to what they were hired to do, teach. School policies that address behavior seem to focus
on extreme behavior issues rather than the day to day student misbehaviors teachers encounter in
their classrooms. Student behaviors were mentioned in the literature review and by study
participants as a cause of stress.
Excessive teacher workloads and essentially having to do more with less were major
sources of work-related stress. An important point to make is that rarely are teachers able to
reduce or eliminate the amount of duties and responsibilities for which they are held accountable.
Standardized testing, special education paperwork requirements, budget reductions affecting
teacher materials and additional personnel in the classrooms to assist with intense student
behaviors, all serve to create stressful working environments for classroom teachers.
Research found in literature suggested that psychological (emotional) symptoms, such as
feelings of anger, dissatisfaction, frustration, and anxiety, were all normal symptoms found at
any job (Noushad, 2008). Consequently, the emotional manifestation of feeling anxious as the
response chosen the most by the study respondents (n = 21) was not unexpected. However, what
was interesting were the limited number of responses (n = 6) for feeling depressed. In the
researcher’s experience as a classroom teacher, anxiety (anxiousness) and depression usually
occur simultaneously.
The researcher concluded from the review of literature that physical and emotional
manifestations of work-related stress are dependent on certain particulars of the job, the
existence of work stressors out of the person’s control, the amount of work and home support,
and even the manner in which a person copes with job stress, as well the extent of job stress can
be different for each person, as described by Johnson et al. (2005). Therefore, different responses
could be obtained depending on the day of the week, the time of day, or in the moment in which
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the survey was taken. Even though the survey questions for the study asked respondents to select
from the options of never, rarely, sometimes, often, and always, the degree to which the
respondents’ reacted to the statements at that moment in time could vary.
Research Question 3 asked study respondents to rank 10 items from 1-10, with 1 as the
coping strategy used most and 10 the least used coping strategy.
Despite survey issues, the results were somewhat surprising as the researcher assumed
that physical activity and alcohol would be at the top of the list. From literature review research,
teachers typically chose either healthy responses to stress, such as physical activity, or quick
fixes, such as alcohol.
The APA’s (2018) Psychology Center published an article Coping with Stress at Work,
which listed problem-solving and support-seeking steps to manage one’s overall stress. One of
those steps included developing healthy responses to stress such as exercise, making time for
hobbies or vacations, limiting caffeine and screen time at night and getting enough rest, rather
than unhealthy quick fixes such as drinking alcohol and eating fast food. This led the researcher
to infer that physical activity and alcohol were often choices chosen by those who were stressed.
Furthermore, as reported by researchers Kirsta (1987) and Nathan et al. (1989), stress
often resulted in physiological manifestations such as the increased use of alcohol. Fimian &
Fastenau (1990), Noushad (2008), and Evers et al. (2000) also found that people tend to either
eat more or less food than normal and/or increase their use of alcohol or tobacco, due to the
stress they encountered. And, Kirsta (1987) and Nathan et al. (1989) reported warning signs of
stress consisted of increased use of alcohol, hunger for sweets, fried and/or fast foods (Kirsta &
Nathan et. al., as cited in Sorenson, 2007).
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While physical activity did score quite high as a coping strategy, alcohol was chosen by
only 1.0% of the study respondents. This low response could be because it is conceivable that
respondents believed that choosing alcohol as a coping strategy could result in a negative
personal impression.
Research by the American Psychological Association (2017) described behavioral
manifestations often chosen by teachers to cope with work-related stress as unsuitable
approaches. These coping mechanisms were unhealthy because they only resulted in short term
fixes. Examples of unhealthy behavioral manifestations used to cope with stress included the use
of over-the-counter and prescription drugs and increased use of alcohol.
Research conducted on mindfulness-based approaches to coping with stress revealed that
they were recognized as effective means to begin and maintain overall health and well-being
(Baer, 2003; Brown & Ryan, 2003; Williams et. al., 2001). Because of this, it was surprising that
the study respondents did not report this strategy as one they used very often to cope with workrelated stress. This may be a result of the relative recent research on the concept of mindfulness.
For instance, Roeser et al. (2012) provided examples of other mindfulness-based programs which
could be customized to meet the needs of the teachers and school districts including Cultivating
Awareness and Resilience in Education (CARE for teachers); Stress Management and
Relaxation Techniques (SMART-in-Education); Inner Resilience, Mindfulness, Courage, and
Reflection for Educators; Mindful Schools; and Passageworks Soul of Education Courses for
Teachers (Roeser et al., 2012). It was hypothesized by Roeser et. al. (2012), when teachers were
able to safeguard and develop self-governing means through mindfulness training, often times
teachers sustained more supportive relationships in the classroom and promoted a conducive
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climate in regards to classroom management, which led to greater student engagement and
instruction (Roeser et al., 2012).
Feldman et. al. (2007) reported that mindfulness should reduce the maladaptive ways of
coping such as helplessness, opposition and submission, but promote adaptive means of coping
like problem-solving, information seeking, and self-reliance. If teachers found coping strategies,
such as mindfulness, to reduce stress, physical and mental health problems, and even burnout
(Skinner & Beers, 2016); perhaps teachers would avoid engaging in maladaptive coping
strategies (i.e., alcohol) which served to provide “quick fixes”, but had long-term health effects
(Lindquist & Cooper, 1999).
As stated in the literature review, mindfulness programs have been created and research
states that adaptive means, such as mindfulness, could promote long term, healthy means of
coping and should reduce maladaptive ways, such as alcohol which is considered a quick fix.
Limitations
In addition to the delimitations identified at the forefront of the study, limitations
surfaced during the administration of the study that were unforeseen. Roberts (2010) defined
limitations as “features of your study that you know may negatively affect the results of your
study or your ability to generalize… areas over which you have no control” (p. 162).
Limitations of the study included: The survey results were limited due to multiple survey
link issues. The first survey link, which collected 20 responses, was not designed to have forced
responses; meaning participants could not proceed to the next question until study respondents
provided a response to the first question. The survey link was updated and sent out again.
Updating the survey fixed the force responses, but created another problem for Research
Question 3. Study respondents were asked to rank coping strategies 1-10, but when one choice
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was selected and the respondent moved to the next choice, the previous choice would be erased.
Again, the link was updated and participants were able to complete the survey; regardless of the
issue. The final issue was the last survey link opened to the last question, which was the
demographic question. Some participants realized they had to select the previous button, while
others only answered the demographic question. This caused inconsistent participant numbers
across the survey.
Recommendations for Further Research
1. It is recommended that a replication study be conducted to survey K-5 elementary
teachers in rural areas in three or more states to allow for greater generalization of
results.
2. It is recommended that a mixed methods study be conducted to include a quantitative
component and a qualitative component. Study participants would participate in a
survey and in interviews. The interviews could be beneficial in determining how
effective three long-term healthy coping methods; mindfulness, physical exercise, and
nutrition are in reducing work-related stress.
3. It is recommended that the study be replicated with secondary teachers to determine
any variance in responses from the elementary teachers’ responses.
4. It is recommended that a mixed method study be conducted to include a quantitative
component and a qualitative component. K-5 elementary teachers in Minnesota could
be asked to rank coping strategies from the most to the least effective coping strategy
to reduce their work–related stress. The interviews could then be beneficial in
determining why.
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5. It is recommended that a study be conducted of Minnesota K-12 teachers using
Lazarus & Folkman’s (1984) Stress and Coping model which indicates the general
level of stress felt by teachers using three factors: personality, the intensity of the
situation, and perceived coping strategies.
6. It is recommended that the study be replicated with K-5 elementary teachers in other
Minnesota elementary schools with assurance that the technical issues with the
original survey would be resolved and using only an even number of response choices
rather than an odd number.
Recommendations for Practice
1. Principals could identify, using an open-ended survey, the work-related stressors their
teachers report that are detrimental to their teaching.
2. Principals could collaborate with their teachers on approaches to help reduce workrelated stressors for the teaching staff through professional development.
3. Superintendents and principals could identify current health and well-being
professional development programs available to school districts in order to support
their teachers in promoting long term, healthy coping methods.
4. Teachers could create healthy short-term and long-term goals to cope with their workrelated stressors.
Summary
In Chapter 5 conclusions were drawn from the survey data, the findings and observations
were discussed, the limitations of the study were explored, and recommendations for future study
and practice were made.
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The study results confirmed what researchers have found in previous studies.
Researchers, Scott (2010) and Hutman et al. (2005), found stressors leading to burnout
were attributed to situations where employees felt overworked (Hutman et al., 2005; Scott,
2010). Furthermore, as a profession, teaching is increasingly becoming more stressful due to
growing responsibilities and overall demands of the job (Demjaha et al., 2015); causing teachers
to leave the profession resulting in a national epidemic of teacher departures (McCarthy et al.,
2009).
Work-related stress that may lead to burnout is not a new concept. In any job, stress is
inevitable and there are different stressors for different occupations. It also is not a new
discovery that people respond to stress in different ways and how people respond to stress is
dependent on the individual and the intensity of the stressors felt by that individual. Lazarus and
Folkman’s (1984) Stress and Coping model indicated the general level of stress felt by teachers
depended on three factors: their personality, the intensity of the situation, and their perceived
coping strategies (Lazarus & Folkman, as cited in Antoniou et al., 2013). As well, the coping
strategies utilized by teachers, whether healthy or unhealthy, are critical to their abilities to
perform at optimal levels in the classroom.
The study is of importance to anyone who works in education and with educators because
stress may lead to teacher burnout which research has shown is on the rise due to the increasing
responsibilities and demands of the job. Teachers are asked to do more with less and encounter
students with behavior and mental issues for which they have not been adequately trained.
The main intent of the study was to remind teachers that there are both short term and
long term healthy coping strategies. In addition, the study served to suggest to teachers who
experience work-related stress that they could benefit from utilizing coping mechanisms to
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reduce stress and to encourage them to contemplate the use of healthy strategies to manage their
stress.
Furthermore, the researcher believes that school districts leaders should become more
aware of the immense stress teachers encounter and invest in professional development, such as
mindfulness-based programs, that are available and can be tailored to benefit the individual
needs of their teachers and, subsequently, the students.
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Appendix F: Superintendent Support/Consent Form
September 24, 2018
Dear Superintendent _______________:
This letter seeks to acquire consent and support from the school district to contact the K-5
classroom teachers in your district to participate in the study, Work-Related Stress and Coping
Strategies of Elementary Teachers. The purpose of this research is to examine and identify
work-related stressors, specific emotional and behavioral manifestations of work-related
stressors, and coping strategies for work-related stress utilized by kindergarten through fifth
grade classroom teachers. This study could benefit school administration, teacher preparation
programs, and addressing work-related stress in teachers. As part of the research study, teachers
will be asked to complete a “Teacher Stress Inventory” based on Dr. Michael Fimian’s Teacher
Stress Inventory. Permission to use and modify the survey for this study has been approved by
Dr. Fimian. The study is being conducted by Sonia O’Bryan, a doctoral candidate, from St.
Cloud State University.
The survey is expected to take 5-10 minutes to complete and will be anonymous. The consent to
participate form and survey will be sent to the principals to disseminate to the K-5 classroom
teachers, once your letter of support and consent to participate is given. Data from the 19question survey will be presented and reported in aggregated form. Minimal risks and
discomforts to participate are anticipated and there are no personal or professional risks in
participating. Participation in this study is voluntary, the decision to participate will not affect
current or future relations with St. Cloud University, or the researcher. Participants are free to
withdraw at any time without penalty. Results of the study can be requested from the primary
investigator.
Thank you for your time and consideration. If you decide to show your support and give consent,
please print off this form, sign, and scan it to smobryan@stcloudstate.edu
An electronic reminder will be sent one week from the original request.
_____________________________________
____________________________
Superintendent of Schools
School District name and number
Primary investigator, Sonia O’Bryan, can be contacted at: smobryan@stcloudstate.edu
Faculty advisor, Dr. K. Worner, can be contacted at ktworner@stcloudstate.edu.
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Appendix G: Principal Permission to Participate Form

November 2, 2018
Dear Principal of District
Your superintendent, _________, has signed a letter of consent (attached) to contact you, the
principal of ____________________ to seek your support in forwarding the link, (found at the
top of this email), to your K-5 classroom teachers.
The link contains an invitation for your K-5 classroom teachers to participate in a research study,
Work-Related Stress and Coping Strategies of Elementary Teachers. The purpose of this
research is to examine work-related stressors, emotional and behavioral manifestation of workrelated stressors, and coping strategies for work-related stress utilized by kindergarten through
fifth grade classroom teachers.
The survey is expected to take 5-10 minutes and teacher participation is voluntary and
anonymous. Data from the survey will be presented and reported in aggregated form. Minimal or
no risks and discomforts for participants are anticipated and there are no personal or professional
risks in participating. The decision to participate will not affect current or future relations with
St. Cloud University, or the researcher. Participants are free to withdraw at any time without
penalty. Results of the study can be requested from the primary investigator.
If you have any further questions about this research study, you can contact the primary
investigator, Sonia O’Bryan at smobryan@stcloudstate.edu and/or faculty advisor, Dr. K.
Worner at ktworner@stcloudstate.edu
Thank you for your willingness to show your support by forwarding the link to your K-5
classroom teachers. A reminder will be sent each week until enough data has been gathered.
Please continue to forward the link each time it is sent.
Sonia O’Bryan
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Appendix H: Teacher Consent to Participate Form

Teacher Stress Inventory
Consent to Participate
You are invited to participate in a research study about teacher stress and coping. The purpose of
this research is to examine work- related stressors, emotional and behavioral manifestations of
work-related stressors, and coping strategies for work-related stress.
The study will identify specific stressors and coping strategies used by kindergarten through fifth
grade classroom teachers. The study results could benefit school administration, teacher
preparation programs, and teachers.
As part of this study, you will be asked to complete a “Teacher Stress Inventory”. The survey is
expected to take 5-10 minutes to complete and will be anonymous. Data will be presented and
reported in aggregated form. Minimal risks and discomforts to participate are anticipated.
Participation in this study is voluntary. Your decision to participate will not affect your current or
future relations with St. Cloud University or the researcher. If you decide to participate, you are
free to withdraw at any time without penalty.
If you have any questions about this study, you may contact the primary investigator, Sonia
O’Bryan at smobryan@stcloudstate.edu and/or the faculty advisor, Dr. K. Worner at
ktworner@stcloudstate.edu. Results of the study can be requested from the primary investigator.
Acceptance to Participate
By selecting “Yes” you indicate that you are least 18 years of age, you have read the information
provided above, and you have consented to participate.
YES

NO
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Appendix I: Teacher Stress Inventory Instrument
Teacher Stress Inventory (Permission granted by Michael Fimian)
Instructions: This questionnaire is designed to gain a better understanding of what creates concern and/or
stress for teachers in their work-related activities. Please indicate your opinion about each of the
statements below by circling the appropriate number as it applies to stressors in your work.
1
2
3
4
5
Not noticeable Barely noticeable Moderately noticeable
Very noticeable
Extremely noticeable
WORK-RELATED STRESSORS
1. There is little time to prepare for
my lessons / responsibilities.
2. There is too much work to do.

1

2

3

4

5

1

2

3

4

5

3. The pace of the school day is too
fast.
4. My class is too big.

1

2

3

4

5

1

2

3

4

5

5. My personal priorities are being
1
2
3
4
5
shortchanged due to time demands at
work.
6. There is too much paperwork in
1
2
3
4
5
my job.
7. There is a general lack of support
1
2
3
4
5
for my job responsibilities.
8. Student behaviors negatively
1
2
3
4
5
impact my ability to perform my job.
Instructions: Please indicate your opinion of the frequency of each of the statements below by circling the
appropriate number as it applies to you in your work.
1
2
3
4
5
Never
Rarely
Sometimes
Often
Always
EMOTIONAL MANIFESTATIONS OF WORK-RELATED STRESS
9. I respond to stress by feeling
1
2
insecure.
10. I respond to stress by feeling
1
2
vulnerable.
11. I respond to stress by feeling
1
2
unable to cope.
12. I respond to stress by feeling
1
2
depressed.
13. I respond to stress by feeling
1
2
anxious.
14. I respond to stress by feeling
1
2
angry.
PHYSICAL MANIFESTATIONS OF WORK-RELATED STRESS
15. I respond to stress by sleeping
1
2
more than usual.
16. I respond to stress by
1
2
procrastinating.
17. I respond to stress by becoming
1
2
fatigued in a very short time.

3

4

5

3

4

5

3

4

5

3

4

5

3

4

5

3

4

5

3

4

5

3

4

5

3

4

5
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18. I respond to stress with physical
1
2
3
4
5
exhaustion.
19. There are days when I feel tired
1
2
3
4
5
before I arrive at work.
20. I respond to stress by
1
2
3
4
5
experiencing more illnesses (e.g.
colds)
21. I respond to stress with physical
1
2
3
4
5
weakness
STRATEGIES FOR COPING WITH WORK-RELATED STRESS
Instructions: Rank the items below from 1-10 with 1= strategy used most and 10 = strategy used least to
cope with work-related stress.
_____Entertainment (movies, plays, sporting events, hobbies, etc.)
_____Meditation/Mindfulness
_____Physical Activity (ex. running, yoga)
_____Alcohol
_____Administrator/Collegial Support
_____Personal and Family Relationships
_____Counseling
_____Food
_____Medication
_____Vacation
Demographics-Years of Teaching Experience
Please select the years of teaching which reflect your experience.
_____1-5 years of teaching experience
_____6-10 years of teaching experience
_____11-15 years of teaching experience
_____16+ years of teaching experience

